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Program evaluations for early childhood education have been
less than valid primarily because of insufficient conceptualization of

program purposes; early childhood education goals are often broad and
general, without well-defined aims or objectives.

Owing to the am-

biguity of early childhood education's goals for young children, this
proposed study will involve an explication of the goals for early

childhood education over the past ninety years.
Early childhood education encompasses a wide variety of ages,

meaning anywhere from birth to eight years of age, this study primarily
addresses itself to the preschool child from two through five years of
age.

The formative years of early childhood education are found in
the decades of the late 19th century and early 20th century, before the

kindergarten became a part of the public school system.

The kindergarten

movement is included in this study because it provides the necessary
basis from which nursery schools and preschool education developed.

Investigating the goal statements in early childhood
education
involved research in many different publications.

The nature of this

study involved the initial extraction of goal
statements

,

also the nature,

purpose, and goals of early childhood education throughout
its early

beginnings to the present.
to study research,

In addition to this, it was also necessary

legislation, circumstances under which statements were

made, and the sociological and political climate that influenced
the

goals stated for preschool programs.

Incorporated in the assessment of trends in early childhood

education are nine tables describing the compilation of goal statements
found in different eras.

A summary of similar and dissimilar goals founds in historical
and contemporary times are considered.

Besides containing reflections

of my thoughts concerning the trends and goals found in early childhood

education, projections are provided for further use and implementation
of goals for preschool children.

In conclusion, this pioneering endeavor finds that even though

goals may remain the same, the emphasis they receive reflect:

(1)

belief about the nature of human development and learning;

our social,

economical, and political climate; and

(3)

(2)

our reformist zeal.
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INTRODUCTION
Early childhood education program evaluations have been less
than valid primarily because of the insufficient conceptualization of

program purposes; early childhood education goals are often broad and
general, without well-defined aims or objectives.

Being that most pro-

gram purposes do not define goals in well-stated aims and objectives, it
is the purpose of this study to investigate the goals for preschool

children that have been voiced over the past ninety years.
Since early childhood education encompasses such a wide variety
of ages, meaning anywhere from birth to eight years of age, this study

primarily addresses itself to the preschool child from two through five
years of age.

The decades of the late 19th century and early 20th century

represent the formative years of early childhood education, before the

kindergarten became a part of the public school system.

The kindergarten

movement is included in this study because it provides the necessary basis
from which nursery schools and preschool education developed.
Investigating the goal statements in early childhood education in-

volved research in many different publications.

The nature of this study

involved the initial extraction of goal statements, also the nature, purpose,
and goals of early childhood education throughout its early beginnings
to the present.

In addition to this, it was also necessary to study

research, legislation, circumstances under which statements were made, and
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the sociological and political climate that
influenced the goals stated
for preschool programs.

The research found within this study in no way
encompasses all
of the changes that have taken place throughout
these years, but it does

provide a significant amount of information to relate to
those influences
that had far-reaching effects upon

the.

goals stated for early childhood

education.

Chapter

I

consists of defining the problem of our broad and

general goals for preschool programs, why the study is needed, the

methodology incorporated, how the results will be interpreted, and the
importance of the results.
Chapter II contains a review of the literature that looks at
the nature, purpose, and goals of early childhood education during its

historical duration.
Chapter III is divided into two parts because of its extensive

coverage on contemporary times.

The first part covers the nature, purpose,

and goals of current programs in early childhood education.

The second

part views where the early childhood education movement is heading.

Sub-

jects to be covered are day care, federal support for day care, the Child

Development Associate Consortium, licensing, the California scene,

which is redesigning and revitalizing its early childhood education program to incorporate the four-year-old, and a summary of what the contemporary scene avails to us interested in the education of young children.

Chapter IV comprises under the analyses

a

description of those

involved in prescribing goals for preschool children, under what circum-

3

stances and presumed purpose for making these statements, and
finally
an assessment of the trend early childhood education has
taken throughout the years.

Within the assessment of trends, there are nine tables

describing the compilation of goal statements found in different eras.
Chapter V takes into consideration a summary on points of similar
and dissimilar goals found in historical and contemporary times.

It

also contains the reflections of my thoughts concerning the trends and

goals found in early childhood education.

In addition to this, it pro-

vides projections for further use and implementation of goals for pre-

school children.

Appendix A will comprise a list of goal statements sources found
in each era.

Their inclusion with the goals stated in Chapter IV would

be cumbersome and confusing in a manner unacceptable for reporting.

CHAPTER

I

AN OVERVIEW

Introduction
Early childhood education has a variety of meanings.

When

the term is used, it is usually not clear what group or groups of

children are being referred to.

Early childhood education can mean any

group of children ranging from infancy to eight years of age.

In this

paper the term early childhood education will emphasize the preschool
years, two through five years of age.

The usage of the term "education" pertains mainly to the methods
of teaching and learning in schools.

may need definition is "development."

Another term in this paper which

Development refers to the causa-

tion to growth and to differentiation along natural lines meaning the
act, process, or result of developing.

Developmental day care, there-

fore, provides a child with many opportunities for physical, social,

and intellectual development.

It provides each child with planned

educational and recreational activities.

The child also receives

nutritious meals, medical and dental examinations and the necessary
follow-up.

In addition, a parent participation component is included.

Comprehensive day care offers the widest possible range of educational,
health, and counseling services to children and their parents.

In

contrast, day care per se can mean short hours of operation or child

.
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care from ten to twelve hours a day which provides a safe place,
some
food, and supervised play, with little educational and supplementary

services

The kindergarten movement cannot be entirely left out of this
paper because of its significance and contribution to the field.

Nursery

school education or early childhood education's roots can be found in its

forerunner

— kindergarten.

Inclusion of its importance assists in under-

standing the "why" of early childhood education.

Statement of the Problem

Program evaluation is a process by which organizations can
recognize and assess whether or not they have met their goals.

This

function has been seriously neglected in child care and early education
programs leaving a determination of program success primarily to specuTherefore, a conscious effort should be exerted to overcome

lation.

this uncertainty.

Program evaluations suffer primarily from insuf-

ficient conceptualization of the program's purpose; goals are often

broad and general, without well-defined aims or objectives.
Owing to the ambiguity of early childhood education's goals
for young children, this proposed study will involve an explication
of the goals for early childhood education over the past ninety years.

Explanation of the objectives will be stated in terms of the child
behavior.

s

Where this is not possible without interpreting the author's

intent, the statement will be listed as a goal.

These objectives will

be derived from both a historical and a contemporary perspective.
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A Rationale for the Study
With today’s emphasis on day care, nursery schools, Head Start,
and, in general terms, preschool programs, there is a necessity to

recognize the growing importance and impact of preschool programs upon
the lives of young children.

Historically, day care programs have been custodial in nature,

whereas, nursery schools and kindergartens provided enriched learning
and recreational experiences.

The role of the caretaker or educator has

been broadly interpreted with few, if any, specific skills defined necessary to fulfill the role.

Generally, the objective of the preschool

teacher is to provide a safe and healthy environment.

Therefore, the

teacher is not required to provide a well-defined program nor well-defined

objectives to carry out the program.

Never was there a time when the

preschool teacher's function was envisaged as chiefly that of purveyor
of information and moral training simultaneously to large numbers of

relatively passive children (Gardner and Cass, 1965).
The visibility of Head Start and Home Start has helped to foster
an increasing demand for a considerably larger number of preschool and

day care centers.

Whether these programs should be developmental or

comprehensive is a basic issue which has not been resolved.

Because

of the increased demand for preschool and day care centers and the un-

focused directions of present preschool facilities and day care centers,
eduthere is an increased need to define the goals in early childhood

cation.
Day Care
Lesser states, "Currently our ideas about the goals of

—
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services remains unanalyzed, unresolved, and often whimsical
(Lesser,
1971, 52)."

Instead- of an objective, explicit attack on the questions

of why our Day Care system exists and how our goals
can be defined,

Dyer (1966) suggests that we resort to "word magic" and the easy
pre-

sumption that goals already are given and only require implementation.
Lesser uses the following example of how our institutions use "word
magic":

The first goal in education for democracy is the full, rounded,
and continuing development of the person. The discovery, training,
and utilization of individual talents is of fundamental importance
in a free society.
To liberate and perfect the intrinsic powers
of each citizen is the central purpose of democracy, and its furtherance of individual self-realization is its greatest glory (President's
Commission on Higher Education, 1947, p. 9).

The failure of the larger educational system to define goals is

described by Dyer (1966, 13).
As you watch the educational enterprise going through its interminable routines, it is hard to avoid the impression that the whole
affair is mostly a complicated ritual in which the vast majority
of participants pupils, teachers, administrators, policy makers
have never given a thought to the question why in any fundamental
sense, they are going through the motions they think of as educaIn spite of the tardy recognition in a few quarters that
tion.
there are some ugly situations in the schools of the urban ghettos
and rural slums, the general attitude still seems to be that if we
spend 50 billion dollars a year on the education of 50 million
children, and if over 40 per cent of them are now getting to go to
college, as compared with less than 20 per cent a few years back,
then 'we must be doing something right,' even though we haven't
the remotest idea of what it is. This blind faith in quantity
as proof of quality is precisely the faith that, in the long run,
could be our undoing.

—

,

Lesser maintains that such ambiguous statements of education
and child care goals, as mentioned above in the President's Commission
on Higher Education, are useless as a guide to establishing programs.

"
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He goes on to say that "this type of goal formulation
has led to cynicism
and disillusionment about any effort to specify what
we either are
or should be trying to achieve in our educational and Day
Care insti-

tutions

.

The efforts to specify a range of goals for our educational

system have been described and stated by Bloom (1965), and Krathwohl,
Bloom, and Masia (1964)

.

They have provided taxonomies which "classify

and order responses as desired outcomes of education" in the cognitive,

affective, and psycho-motor domains.

Lesser feels that a similar ana-

lysis of the range of possible goals for child care services are needed
(Lesser, 1971, 52-53).

Evans relates that both immediate and long-range objectives

must be considered by the creators of any approach to the education of

young children.

Usually, in practice, the former are more frequently

specific while the latter are more than likely to be general and abstract.

While articulating long-term objectives, he points out that the focus
of the early childhood educator must, by necessity, be upon the foundation

of behaviors, which may be established during the early years.

He bases

his assumption on the events of the early years being indeed critical
for long-term personal development:

meaning that, early experiences

can make a measurable difference in what occurs later in the developmental

sequence (Evans, 1971, 306-307).

Within the context of Strategies for Success in Compensatory
Education:

An Appraisal of Evaluation Research, the authors state

a
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need for well-defined goals or objectives (These terms are
frequently
used interchangeably.)

They maintain that:

Current programs in compensatory education are handicapped by the
vagueness with which each of their objectives is specified. This
becomes increasingly true, the younger the target population. With
younger children, fewer skills can be taught, and some educators
are violently opposed to teaching any cognitive skills, such as
reading or its predecessor, reading readiness to preschool children.
All can agree on the objectives of establishing a program which
will make it easier for children to adjust successfully to regular
school settings or to achieve within the conventional classroom
scholastic performance consistently higher than is now obtained.
However, when one is actually trying to evaluate the effectiveness
of a compensatory education program, one finds it imperative that
goals be specific enough to permit measurement (McDill, McDill,
and Spreke, 1969, 46).

—

—

Ordinarily, the term specification means a list of statements

giving an exact description of a product.

Without going to extremes it

can also be associated with the term "goal," for goals can be a list of

statements directed at desired results.

Jordan, speaking about preschool

programs, takes a stand:

Before a model can be appropriately called a model, it ought to
have specifications that are so clearly stated that it is possible
for reasonably intelligent professionals to implement it in a way
that would enable observers to tell whether or not staff who are
participating in the implementation are, in fact, being faithful to
those specifications.
Jordan goes on to give a strong statement for the use of specifications
in programs:

One of the reasons why there has been no successful comparative
evaluations of various models (i.e., those used in Head Start’s
planned variation program) is their lack of specifications.
Without clearcut specifications, no teacher training program can
be established and no curriculum formulated which can be said to
be faithful to any particular model (Jordan, 1973, 84).
In an article on public education for four-year-olds, Madeline
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Hunter gives recognition that

"...

of children is coming to America.

there is no question that day care

The question is, what kind?"

To

bring her point into clearer perspective, Hunter discussed Goodlad's
study of 2C1 preschool programs in nine cities where he found little

relationship between professed goals for early childhood and actualities
of the school program.

He felt that the major deficits occurred in the

areas of cognitive development and motor development.

Goodlad brought

out that the people in charge simply did not have essential information

currently available, and consequently, could not incorporate that infor-

mation into a productive program (Hunter, 1973, 403-404).
Carolyn Stern in a speech given before an early childhood education conference states that, "New approaches to preschool education now

make the role of evaluation even more critical (Stern, 1972)

."

She

explains that evaluation can serve the teacher in such ways as making

her aware of the most effective method of teaching for specific types
of children.

Today, as opposed to 1948, more mothers with children under six

years of age are now working outside of the home due to economic conditions; the trend is not likely to be reversed.

Approximately six

million children will need the services of child care centers by the
year 1980 (Day Care Facts, 1972, 1).

The question arises whether a

stimulating environment with comprehensive developmental programs or

whether custodial care is most beneficial to the nation's children.
If the decision is for a stimulating environment with comprehensive

developmental programs, then there is a need for well-defined goals

—
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that educators of preschool children can work from
with the most

competency.

If the ‘decision is for only custodial care, no
further

need for well-defined goals is required.

would be reduced to quantity.

The requirement of quality

Children deserve and need quality edu-

cation and quality educators.
In November of 1971, Edward Zigler, former director of the

Office of Child Development, announced at the Annual Meeting of the

National Association for the Education of Young Children the imple-

mentation of a new profession of child care workers in this country
the Child Development Associate.

Because of the increasing need for

child care workers over the next decade, Zigler feels that we must do
as other nations have done, and that is to develop a middle-level pro-

fessional group to care for our nation's children.

The Child Development

Associate would be an individual who has demonstrated the competencies
to care for children independently.

The key element that determines

whether a child care program is developmental or not will be the quality
of that adult's competencies whose primary responsibility is the

development and socialization of the child (Zigler, 1971).
To implement this program, the Child Development Associate (CDA)

Consortium, Inc. was established in June, 1972.

The Consortium is

responsible for devising procedures to assess performance of individuals in charge of three to five-year-old children in preschool
programs.

They are also responsible for establishing a credential known

successfully
as the Child Development Associate for those who have

demonstrated competence with three- to five-year-old children.
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The importance of goals has influenced the CDA
Consortium to

commission an intensive literature research project on goal
statements
for early childhood education (McCollum, 1973).

A premise behind this

research was that due to the increased need for day care services

a

basic and necessary component for caring for young children would be
a competent teacher.

By knowing what goals are stated for young

children, a better understanding of what criteria would be used in

evaluating the competencies teachers should possess in order to work

with young children.

In other words, the teacher's skills and abilities

should directly address themselves to the child's developmental process.

With the above-stated issues and concerns, it is evident that
the investigation and description of early childhood education goal

statements would greatly enhance the "why" of early childhood education,

particularly in current times when our approach to early childhood education is developmental rather than custodial in nature.

Presently,

our ideas about the goals of preschool programs remain unresponsive,

unanalyzed, and ambiguous.

In order to assess what a competent teacher

should know and what abilities and skills she or he should acquire,
there is a need to arrive at a consensus.

This consensus should be

based upon and be reflective of the goals that are expressed and

described for our nation's young children.
Upon identifying these goals and organizing them, it is not
certain that these goals will represent what is best for preschool
programmatic
children, but they can provide a framework from which

decisions can be made.

Intensive research must be done in the area
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of early childhood education goal statements in order
to clarify

existing uncertainties of aims, goals, and objectives.

Methodology
This study will address some of the ambiguity in early childhood education.

The goals and objectives of historical and contemporary

early childhood education programs will be identified and categorized,

dating from 1880 to the 1970’s.

The following methodology will be

employed:

Parameters:

1.

a.

to investigate and describe early childhood education goal

statements found in the volumes of the White House Conferences
on Children dating from 1930 to 1970.
b.

to investigate and describe early childhood education goal

statements of selected Congressional Child Care Hearings.
'

c.

to investigate and describe early childhood education goal

statements found in the following sources.
2.

Sources:

In completing each parameter the following sources will

be consulted in gathering the data:
a.

Histories of early childhood education.

b.

Early childhood education methods and curriculum texts.

c.

Published curriculum guides and statements of objectives.

d.

Federal guidelines from day care, Head Start, etc.

e.

Experts in the field of preschool education.

f.

Reports of Conferences:
(1)

White House Conferences

.

.
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(2)
g.

Statements by commissions and professional organizations.

h.

Research:
and

3.

Child Care Hearings

Regional Laboratories in early childhood education

ERIC— Early Childhood Education.

Analysis:

From the compilation of goal statements, the following

procedure will be used in the assessment of the aforementioned
research:
a.

A chronological index of the statements will be developed.

b.

A survey of position statements of selected leaders in the
field.

c.

A description of the circumstances under which the statements
were made and a description of the presumed purpose for making
the statements.

d.

An assessment of the major trends early childhood education
has taken through the years.

i

The major emphasis will be to

identify those changes that occurred and the influence goal
statements identified in

a, b,

and

c

seemed to have on the

trends
4.

Interpretation:
In interpreting the results of the assessment, several

factors will be taken into account.

Step (a) is self-explanatory.

Generalization will be used in steps

(b)

and

of reporting rather than specific instances.

ments

(b)

and

(c)

(c)

for convenience

The purpose of state-

is to establish the climate for statement (d)

Step (d) will be interpreted and described from historical and

15

contemporary documentation.

The major concerns of the nature

and purpose of goals will be considered, along with the
sociolo-

gical and political influence of the times.
It must be made clear that the interpretation will not

involve prescribed goals for usage, but will identify those goals
that have been articulated.

These identified goals could then

serve as guides to evaluation.
5.

Importance of Results:
It is believed that the results of the study will have

valuable impact upon early childhood educators.

By knowing the

influence of research, circumstance, legislation, and social and

political issues upon early childhood education, educators could
assess and evaluate their programs in terms of current trends.
The very diversity of present pedagogical techniques more

often than not are separate in formation and are isolated from the
total development of the preschool child.

Far too often, the pre-

school child is looked upon as needing language development or

cognitive skills, with educators busily trying to correct or raise

specific attributes or abilities.
It is hoped that by bringing together different aims, goals,

and objectives presented from different resources, reasons, and

purposes, an assessment can be made of what early childhood education
indicate
is all about, where it stands at the present moment, and also
the direction in which it is heading.

.
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In order to find a broad base from which
to initiate the

collection of the above-stated information, it is fitting
to begin
with some historical events that have influenced early
childhood
education

CHAPTER II

REVIEW OF RELATED LITERATURE

Introduction
The foundations of early childhood education can be found in

historical events.

Many theories and philosophies of the past influenced,

and were drawn upon by the thinking of practictioners who were to follow.
It is the purpose of this chapter to review the nature, purpose, and

goals of early childhood education during their historical period.

The writings of Minor (1937) have been heavily drawn upon to support
the earlier events that transpired in early childhood education.

Historical Background

Nature

Early childhood plasticity was felt important by the ancient
Greeks for implanting ideas of ethical and aesthetic soundness vis-a-vis

laying the foundation for physical fitness.
The genesis of early childhood education can be traced clearly

back to European thinkers such as Cicero (106-43 B.C.), Quintilian
(A.D.

407-95?), J. A. Comenius (1592-1670), J. Locke (1632-1704), and

J. J. Rousseau (1712-1778).

Their major emphasis or cause was for the

rights of children (Evans, 1971, 4).

Child care in the home was accentuated by the Romans with more
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consistency than by the Greeks.

The language that children hear and

imitate should be given more attention, Cicero advocated.

It was

asserted by Quintilian that no part of a child’s life should
be free
of tuition (Minor, 1937, 3).

Instruction of young children in the Middle Ages was intensely
influenced by conflict between superstition, ignorance, and religion.
The intention was well meant, but the notion of what was good for the
child was misconceived (Minor, 1937, 3).

Ihere was

a

new impetus to learning during the Renaissance:

it affected both the methods and the materials used in educating young

children.

Forcing young children beyond their mental capabilities

was not unknown in the 17th century.

On record is a diary account of

the infant who at two and a half years of age could read English, Latin,

or French with perfect pronunciation (Minor, 1937, 3).

During the 17th century, the two most notable writers to consider infant education were Comenius and Locke.

Comenius wrote of the

’’Mother School,” or "School of the Mother’s Knee," in which he advises

implanting the seeds of knowledge for future growth.
Renowned as the first writer who made children the center of
the educational process was Locke:

he emphasized the importance of the

moral, physical, and intellectual aspects.

In his view, the chief aim

of education was the formation of the habit of good conduct, even

though he stressed the importance of physical well-being as basic, with

intellectual development as secondary, and subsequent to the realization
of the other aims.

19

Ihe French naturalist, Jean Jacques Rousseau put educational
theory into the mode which prevails today.

In 1762, his Emile was read

more extensively than any other educational book up to that time.

He

embraced the idea that early childhood is the time to begin development of individual personality.

He also called for the emancipation

of the little child from unintelligent and confining tradition, thereby

giving him freedom to develop as an individual.

Although many incon-

sistencies of his viewpoint, were exposed by critics, Rousseau has had
a significant effect on the education of young children.

The prevailing theme of eighteenth century educational philosophy was that of harsh discipline with heavy emphasis on religious

instruction and education, from books:

this Rousseau condemned.

He

maintained that the environment should be influenced by nature, childish
ways and plays, parental love, and an education that considered the

nature of the child (Minor, 1937, 3-6).
Up until the time of Pestalozzi, education of the young was

spoken in terms of theory.

Among the early advocates of educational

experimentation, he was one of the first to put his theories into
practice.

Using his own funds, he attempted to bring educational

opportunities to fifty abandoned children.

Along with this, he also

cared for them on his own farm.

Leonar d and Gertrude

,

lished by Pestalozzi in 1781.

a story of Swiss peasant life was pub-

It suggested a new way of living for

the poorer classes.

In 1800, Pestalozzi founded a school in Burgdolf, Switzerland,
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In vhich improvement of instruction was the chief aim.

Hia success

attracted the Swiss government to grant aid in return for letting
Swiss teachers train for one month in his school.

He wrote his most

important educational work there, How Gertrude Teaches Her Childre n.

Pestalozzi

s

chief contribution was that he condemned the

religious aim, the teaching of mere words and facts, and the reduction
of the educational process to a "well-organized routine, based on the

natural and orderly development of the instincts, capacities, and
powers of the growing child."

He envisaged that education must proceed

largely by doing instead of by words; real objects and ideas must precede symbols and words; and the organization and correlation of what
is learned must receive the teacher’s attention (Minor, 1937, 5).

Perhaps one of the first European thinkers to solidify his

approach to education was Fredrick Froebel (1782-1852).

Froebel's lasting

contribution was his attention to the "preschool child" and the training
of young, single women to teach young children.

From the observation

of children, he acquired his educational principles.

From the spon-

taneous, self-sustaining nature of children, Froebel formulated a

philosophy.

Froebel's kindergarten (the German word for garden of

children) introduced obscure educational materials, such as geometric

blocks used to teach form and number concepts, musical activities, and
games systematized through play.

His book. The Education of Man, emphasizes (1) spontaneous free

play as the basis of learning,

motor expression,

(3)

(2)

the importance of self-activity and

social cooperation as the core of curriculum, and
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(A)

the need for special toys and equipment to stimulate
learning

through manipulation and action (Lazer, Rosenberg, 1971, 59).

Persisting among his many successors, the child-centered
orientation provides, at least in theory, the basis of modern nursery
and kindergarten practices.

Several years after Forebel's death, the

concept of kindergarten as a part of the public schools became
formalized.

Susan Blow (1843-1916) was an original force in this formalization in the United States.

Her early educational experiments at

the kindergarten level took place in St. Louis, Missouri, shortly

after the Civil War.

Her concepts were taken directly from the

Froebellian approach; in particular, the elements of spontaneous selfactivity and specific curricular activities stressed by Froebel.

A kindergarten department was established soon after the Missouri
experiment by the National Educational Association in 1874.

Upon

this move, NEA made a significant recommendation that kindergarten

programs be included as a regular part of the public school endeavor.

There were earlier programs in the United States that were essentially

private operations.
Boston in 1820.

An exception is a brief school kindergarten in

Around the turn of the century, John Dewey’s (1859-

1952) thinking acquired support.

Soon, philosophical and pedagogical

controversy over the purpose and content of kindergarten programs became notably manifest.

The leading figures were, of course, Dewey,

kindergarten, and
Patty Smith Hill (a translator of Dewey's ideas into

Montessori
primary-grade experiences), Susan Blow, a scattering of
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followers, and others (Evans, 1971, 4).

An outgrowth of the kindergarten was nursery school education
and,

therefore, nursery school education has

a

much more recent history.

Public nursery schools were established in 1919 (Mayer, 1960), yet only
®

existed in the 1920’s.

In 1923, the first parent-cooperative

nursery of record was formed by parents in Cambridge, Massachusetts.

During the 1920's, early childhood education was legitimized.

The

incomplete trends of an earlier period moved toward coherency and

standardization (Lazerson, 1972, 45).

Gathering momentum in the late

1920’s was the child guidance movement.

Along with the child guidance

movement, nursery schools began to flourish.

Various centers for child

study operated model programs, including such centers as the Gesell Child

Guidance Nursery at Yale University, Merrill-Palmer Institute in Detroit,
Teachers College (Columbia University)

,

and the Iowa Child Welfare

Research Station at the University of Iowa (Evans, 1971, 12).

In

the mid 1920’s, approximately 12 per cent of the country’s four- to

six-year-old children were enrolled in kindergartens, nursery schools,
and day care centers.

Child welfare and research clinics also assumed

responsibility for the young.

The germination of professionalism was

In 1924, the International Kindergarten Union and the National

evident.

Council of Primary Education jointly funded the Journal of Childhood

Education

.

Six years later, they merged to form the Association for

Childhood Education.
Emphasis was placed upon the learning experiment.

Teachers

play would
were responsible to assure that this environment of free
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lead Co learning proper behavior.

Dewey's notion of social inter-

action and learning based on experience was widely accepted.

Child

development as a science emerged, reinforcing the rapidly growing

measurement and testing movement.
Unquestionably, one of the most important developments of the
1920

's

was the additional information derived from a theory of normative

stages of growth.

Gesell postulated the idea of relatively fixed

stages of growth.

At each stage, children should have obtained par-

ticular traits or abilities that can be identified as "motor charac-

teristics," "levels of language use," "adaptive behavior," and "per-

sonal-social behavior."

The concept of fixed stages of growth had

significant impact upon early childhood educators (Lazerson, 1972, 46).
Even though Gesell did not produce an explicit curriculum, he maintained that early childhood education should assist in the effective

production of these normative stages (Lazerson, 1972, 47).

In 1923,

Bird T. Baldwin, Director of the Iowa Child Welfare Research Station,

further clarified the nature of early childhood education.

He enun-

ciated the aim of the Iowa Child Welfare Research Station:

it was

to define a "normal standard child," and, accordingly, to set the

appropriate learning environment (Lazerson, 1972, 47).
Child development findings formulated the idea that there
existed a "normal and desirable child growth pattern.'

Concentrated

on a
clinical research on the young thus placed preschool education

scientific foundation (Lazerson, 1972, 47).

Research in child develop-

later growth and
ment brought out the importance of the early years for
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recommended early, formal schooling advantages.

Studies of infant

mortality, patterns* of infant care and illegitimacy reinforced the
clinical studies of child development.

One other aspect of the growth

of early childhood investigation was the entrance of large numbers
of women with young children into the work force.

World War

I

in-

creased the number of women in the labor force from five million in
1900 to eight million in 1920 (Lazerson, 1972, 47-43).

With the

increased need for child care facilities for the very young children,
an additional pool for data collection and research was provided.

These developments led to increased emphasis on day care,

particularly the upgrading of standards and licensing procedures,
but the results of the studies were used primarily by the nursery
school movement.

Nursery schools expounded a philosophy, whereas

day care centers did not (Lazerson, 1972, 48).
to the next important question:

This difference leads

What was the purpose of early child-

hood education?

Purposes

One of the themes that has been prevalent in the history of

garly childhood education in the dnited States is
lay the basis for later development.

tha*.

the early \ents

As noted previously, child

such as,
development research in the 1920’s brought out certain data;
and guidance.
children required special attention, affection, freedom,
the opportunity to play
In addition, for children who were not allowed

assume adult responsibilities
as in poor areas where they were forced to
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early childhood schooling was especially important.

During the early

decades of the twentieth century, the advocates of the kindergarten

movement used child study data to justify special classrooms for the

young (Lazerson, 1972, 33).
Looking at the purpose of early childhood education realistically,
many different agencies organized programs for a variety of reasons.
As the nation’s population converged on the cities, conditions be-

came crowded.

Also, mass immigration was prevalent, and the economic

limitations of new immigrants were evident.

Numerous settlement houses,

often cooperating with local teachers colleges, ran classes for slum
children.

The Psycho-Clinic Guidance Nursery at Yale University

under Arnold Gesell handled problem children.

Many universities es-

tablished preschool programs as research laboratories and for teacher
training.

As an outgrowth of the Merrill-Palmer School of Homemaking

in Detroit, a nursery school program was initiated.

In addition,

cooperative nursery schools for middle— class children were increasing.

These were located primarily around university campuses (Preschool

Parental Education, 1929, 139-245).

During the economic depression of the 1930’s, early childhood
education took a tailspin.

budgetary cutbacks:

Every level of education was affected by

the kindergarten suffered most.

were eliminated in many cities.

Kindergartens

Although many local school systems

federal government made
eliminated their kindergarten programs, the

childhood education scene.
a dramatic entrance on the early

Director of the Federal
In October, 1933, Harry L. Hopkins,
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Emergency Relief Agency, announced that nursery schools would be

established for the purpose of providing work for unemployed teachers
and providing educational and health programs for children of the

unemployed (Lazerson, 1972, 51).

From this, emergency legislation

under Franklin D. Roosevelt's Works Project Administration (WPA) pro-

gram was enacted and federal nursery school sponsorship was created.

Early childhood education during World War II was further

subsidized as part of the defense effort.

Depression nursery schools

became day care centers under the direction of the Federal Works
Agency.

These programs were designed for the purpose of releasing

mothers for defense employment.

With such diverse purposes, goals

for early childhood education could easily be fragmented.

Goals

Early European

T
v.

riters were concerned with theories and philo-

sophies about the early education of young children.

Their concerns

were for the amelioration of harsh and cruel treatment and for more
gentle training.

Goals, as one thinks of goals today, were not stated.

Their views were used to influence change

— to

provide a reason or pur-

training.
pose to alleviate the old methods of child rearing and
the
When defining the term goal, one is apt to think of it as

end toward which effort is directed.

When searching through the

the term goal can
literature one has to be cognizant of the fact that

be stated as follows:

mission
intention, design, notion, aim, ambition,

purpose.
objective, end, and, sometimes, as an ulterior

Keeping this
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in mind,

the purpose of an early childhood program can also include all

of the above as its ‘goal.

Historically, in America, the purpose of nursery schools and

kindergartens was to provide an enriched learning and recreational en-

vironment for middle- and upper-class children.
lasted for no longer than three hours a day.

These programs usually

For children of the poor,

day care programs were held for long hours of the day and were basically

custodial and protective in nature (Lazar, Rosenberg, 1971, 59).
approaches were used for children of the poor.

Other

Privately organized phi-

lanthropic programs attempted to combine two approaches:

offering day care

which would run for the long hours of the mothers' work day and also
providing some measure of enriched experiences for the children.

For

eximple, the primary goals of settlement house programs were that children

of immigrant families learn the English language and adapt to the American

culture (Lazar, Rosenberg, 1971, 59-62).
The progressive nursery schools of the 1920's had goals per-

taining to the child's physical health and his mental health.

Before Geseil's

studies appeared, the emphasis was on physical hygiene and the forming of
good physical habits in the child; then the emphasis shifted to include

mental hygiene (Cobb, 1928, 263).

The progressives aimed to provide not

with other children.
only freedom for the individual child but also group play
along with the
They advocated providing time to mold the child's character

formation of good physical hygiene.

They emphasized the forming of good

(Cobb, 1928, 262-263).
mental, emotional, social, and physical habits

into focus
The findings of child development also brought

28

curriculum problems.
a major question:

Teachers in the classroom had to struggle with

"How to free a child and, at the same time, to

shape him (Lazerson, 1972, 47)."

Peer relationships and the expression

of developmental needs were stressed.

Using the child's experiences

and environment as a curriculum guide meant that lessons on home and

community life, seasons, and holidays would be required.

It also

required toys and real-life equipment applicable for each stage of
development.

Columbia Teachers College developed a "conduct curri-

culum" which formulated an "inventory of habits."

The individual

classroom activities, such as paper cutting, block building, rhythmic
dancing, and celebrating a holiday, had a designated trait objective:

manual dexterity, cooperation, politeness.

This program also involved

the learning of certain conduct habits, such as the tying of shoe

strings, responding to signals, and standing in line quietly.

Ac-

cepting these as the norms of child development, the curriculum had
to emphasize their expression (Lazerson, 1972, 47).

Some of the different approaches to early childhood education
movement,
were the conduct curriculum, the project method, the activity

and free play.

In spite of these different approaches, classroom

activities were strikingly similar.

The assumptions derived from

stages of
developmental psychology and the recognition of normative

growth were rarely challenged.
tion:

Methodology was the area of confronta-

bear on the child
How much or how little pressure to bring to

his norm.
in order to assure him of obtaining

There was an advocate

the decades following 1920 (Lazerson,
for each of the above approaches in

.
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1972 , 47 ).

As mentioned above, Arnold Gesell handled problem children at

Yale University in the Psycho-Clinic Cuidance Nursery.

Other uni-

versities initiated preschool classrooms as research laboratories
and for teacher training.

middle-class children.

Cooperative nursery schools appeared for

The purposes of each program were different;

therefore, each program employed a different approach.

Some programs

had children from under a year to five years of age, attending from
a few hours to all day.

children.

Classrooms ranged from fifteen to thirty

Some preschools were committed to educational experimentation.

Although they differed in origin and purpose, certain common assumptions
existed.

That is, the prime interest of preschools was physical and

mental health and a benign learning environment (Lazerson, 1972, 48)

While the preschools met the child's immediate, needs, they were also

preparing him for later school experiences by adjusting the child to
his peers, enhancing his developmental growth, and inculcating a code

of conduct (Lazerson, 1972, 48).

Even though there existed variations in practice during the
twenties, a pedagogical orthodoxy was being formulated;

Learning by

satisfaction
doing, freedom of children to choose activities, the use of
of the teacher
and dissatisfaction as a means of learning, and the function
as a guide in activities

(Preschool and Parental Education, 1929,

230 ).
as a goal, it
Even though social policy might not be regarded

can influence goals.

of
Therefore, a brief tracing of the emergence
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social policy could shed more light upon the nature, purpose, and goals
for early childhood education.

The White House Conferences provide

a traceable source for the first half of the twentieth century.

These conferences brought together representatives of many disciplines
and provided the opportunity to meet and share the findings of their

experience and research concerning children and youth.
In 1909 the first Whi te House Conference (WHC) was held to

consider the problems of dependent children.

Even though the con-

cerns were not specifically aimed at the education of young children,
the Conference did recommend the establishment of a children's bureau

within the federal government.

Congress passed the necessary legis-

lation in 1912 and an official agency came into existence.

The agency

was given the responsibility of studying problems pertaining to the

welfare of children and collecting and disseminating the information
it developed (Heffernan, 1970,

139).

The new Children's Bureau sponsored the second White House

Conference in 1919.
sidered.

Minimum standards of child welfare were con-

Important recommendations were made pertaining to the pro-

tection of children's health and the state licensing and supervision
of all child care institutions serving infants and young children

(Heffernan, 1970, 138).

President Herbert Hoover called the 1930 conference to consider
problems of child health and protection.

A bill of rights was formulated

and quoted
by the participants which was widely distributed, discussed,

by lay and professional groups.

In this bill of rights the needs of
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the young child were given special consideration which suggested,

among other things, that nursery schools and kindergartens should be

accessible to supplement home care of young children (Heffernan, 1970,
The 1930 White House Conference also brought out that the

138).

philosophy of early education was still young and in its formative
The Conference pointed out that the scientific approach to

stage.

the study of techniques for the education of the young was so new

that the major work was still mainly in the field of experimentation
(WHC , 1930, 119).

As far as objectives were concerned during this

period, for the education of the young child, the White House Com-

mittee on Nursery Schools stated,
there is no common curriculum composed of elements such as
arithmetic, geography, or health that can be submitted to detailed
The education of young children is informal
study and analysis.
rather than formal. It depends to a large degree upon the character of the contacts between teacher and child and among the children
themselves rather than upon the transmission of specific content
.

.

.

(WHC, 1930,

119).

The White House Conference of 19 AO brought out similar recom-

mendations, although their major concern was children in a democracy
and how the democratic characteristics, best acquired in childhood,

could be transmitted also to the family.

Their expectation was that

and the comthe democratic relationships would extend to the church

munity (WHC, 19 AO, 12).
War II increased
As noted earlier the depression and World
programs for the young.
the sponsorship of federal involvement in
the number of private
Interest in these programs caused an increase in

nursery schools.

by 19A2 the
There were over 250 schools in 1936, and
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number had increased to nearly 1,000 (Heffernan, 1970, 139).

It was

thought by nearly everyone that the years following World War II were

years of prosperity for all.

The prosperous accepted this myth but

the poor remained voiceless.

The contemporary scene will lend

a

clearer perspective to the nature, purpose, and goals of early child-

hood education.

—

CHAPTER III

CURRENT ASPECTS

Introduction

Chapter III being large in scope is divided into two parts.
The first part Involves the contemporary scene, what is taking place

concerning the nature, purpose, and goals in early childhood education since the decade of the fifties.

The second part looks at

the direction in which early childhood education is moving, spe-

cifically those areas on which a new emphasis has been placed
day care, teacher credentialling, and a new plan on focusing on and

incorporating the four-year-old into the public school system.

The Contemporary Scene

Nature

After World War II federal sponsorship of early childhood education was terminated and enrollment in day care centers dropped markedly
(Hunt, 1971, vii; Heffeman, 1970, 139).

A number of states lowered

the age of school entrance to below six which allowed localities to

establish nursery schools and kindergartens, but most of the legislation
was permissive rather than obligatory.

By the closing of the decade

that a
from 1940 to 1950, many childhood educators were contending

preschool
necessity existed for an expanded and continuing commitment to
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programs.

They also condemned the government for its failure to

utilize the gains made in early childhood education during the

depression and the war (Davis, 1947).

With federal funds no longer

available, nearly all of the day care centers closed.

Approximately

five times as many women were working in 1959 as were working in
1949.

Day care was avilable for only 2.4 per cent of these working

mothers, according to the survey conducted by the Children's Bureau
and the Women's Bureau in 1959.

In 1962, Title IVB, an amendment

of the Social Security Act was passed to meet the needs of the chil-

dren and their working mothers.

The Act provided for child welfare

services that included day care (Hunt, 1971, vii).

Nursery schools and day care centers represent two different
views and approaches.

Nursery schools represent children from middle-

and upper-socioeconomic groups.

Their approach is concerned with pro-

viding an enriched learning experience.
children from lower-socioeconomic groups.

Day care centers represent

Their approach is concerned

with providing custodial care for working mothers.

Nursery schools

have remained private in nature and are not accessible to all preschoolers because of the high fees.

Since the social unrest of the

disadvantaged,
I960 's has focused a new interest on programs for the

initiated these
this chapter will be concerned with the events which
programs.

increasing
Since 1960, early childhood education has received

attention.

the
Although many states required public kindergartens,

remarkable increases
number of middle-class nursery schools has shown
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The research on cognitive development has greatly enlarged the expectations about what the young can learn.

With the advent of the "War on Poverty" Project Head Start
came into being; it was initiated in 196+ under the broad authority
of the Economic Opportunity Act.

The federal government once again

recognized a responsibility for early childhood education.

The major

difference between the war years and the 1960's was the recognition
of the inequalities of opportunities among preschool children.

The

government acknowledged that children of the poor lacked the opportunities taken for granted by the majority of middle-class families
(Hunt, 1971, vii-viii)

.

Head Start, in the summer of 1965, initiated

a new era in early childhood education.

Over a million disadvantaged

children were to be given a boost before entering school.

Many
\

longtime advocates and professionals who fought for public support
for early childhood education were gratified.

Project Head Start initially began with an eight week, partday program of nursery schooling.

When the results showed that such

programs failed to raise appreciably the achievement of the children
of the poor who participated,

full-day, year-round nursery schooling

was put into operation (Hunt, 1971, vii).

In 1967, Project Head

Start was extended to include ages past nursery school in the Follow-

Through Program.

There was also an extension down the age scale into

a number of Parent and Child Centers.

This latter extension was

emphasis
created to meet a variety of human needs including a prog. am

child-rearing
of involving parents in a more educational form of

.
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for their children under three years of age (Hunt, 1971, vii).

President Nixon, in January 1969, while announcing the

delegation of Project Head Start to the Department of Health, Education and Welfare, expressed that this delegation was an important

element in a national commitment to the crucial early years of life
(Nixon, 1969, 296-297).

The creation of a new Office of Child

Development in the Department of Health, Education, and Welfare (HEW)
was announced by President Nixon in April of 1969.

Responsibilities

of this new office included Head Start, day care, and other early

childhood programs of the Children's Bureau (Butler, 1970, 2).

Federal sources have not been the only source of increased
support to early childhood education.

Thirty-three states by 1968-

1969 had passed laws that provided aid for public school kinder-

gartens; this is an increase of eleven over the number that provided

state aid in 1958-1959.
Other states have become increasingly involved in early

childhood education.

The University of the State of New York used

a position paper to urge the state to adopt a long-range plan leading

to the establishment of free public education for all three- and four-

year-olds whose parents desired this opportunity.

The emphasis of

the program would be providing a heavy concentration of resources to

disadvantaged children and their families (Butler, 1970, 5-6).
California also has taken a giant step in the incorporation of the
four-year-old into the public school system— this will be discussed
more completely later (ECE Proposal, 1973, iv)

-
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The most dramatic result of Head Start is that it has opened
the eyes of the American people to the needs of children three to

six years of age (Butler, 1970, 1).

Purposes

Early childhood education today is quite diversified.

The

philosophies and programs of many early childhood authorities are
exercised concurrently.

Often, the various philosophies and pro-

grams are in the same city with little or no exchange of ideas,

methods or results (Hess, 1968, 3-4)

.

In addition, since most

early childhood education is not publicly financed and available
to all on an equal basis, different types of programs are operating

and competing for clientele with the promise of different results
(2:7).

Traditionally and presently, many pre-kindergarten programs
operate for the sole purpose of providing custodial care.

With the

advent of Head Start, professional educators sought to offer more
than what traditional programs had offered; various theories were

formulated to define what disadvantaged children needed in order to

achieve success in school.

Advocates re— introduced old program
Pro-

methods and incorporated new program methods for this purpose.

grams included behavior management procedures, the Montessori method,
the British School movement ("open education,

integrated du^

)

theories.
structured pedagogy for language development, and Piagetian
an experimental
At this time, these approaches are still being used on
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basis.

It is not the intent of this paper either to give an in-

depth picture of specific programs or to classify all the various

programs, but to provide examples which would clarify the assumptions and purposes of these programs.

From these premises about disadvantaged children came programs such as the Bereiter-Engelinann structured pedagogy which em-

phasized language development.

The Bereiter-Engelmann rationale

was that many underprivileged children enter the process of formal
schooling already a year or more behind their more advantaged peers
in areas such as language and reasoning skills (Evans, 1971, 104).

Another influence was Piaget’s work which focused contemporary attention on children’s cognitive development.

Piaget, a Swiss epistemolo-

gist, formulated his conceptual systems for the description and classi-

fication of children’s cognitive development independently from that
of American psychology.

An example of the shift in emphasis occurred

in the Ypsilanti Public Schools.

Weikart's Ypsilanti Perry Pre-

<

school Project, was established in 1962 to assist educationally disschools.
advantaged 31ack children to obtain academic success in public

Initially, the program was a structured curriculum:

number concepts, and language enrichment activities.

visual-motor skills
Increased interest

program to the Cognitively
in Piagetian theory in 1964 altered the
of learning rather
Oriented Curriculum, thus focusing on the process

1971, 1).
than on facts or subject matter (Weikart,

incorporate the diversified
The previously mentioned programs
education represented.
purposes that advocates of early childhood
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Goals
The complexity of philosophies and purposes for early child-

hood education dictated a complexity of goals to fulfill these philosophies and purposes.

Chapter IV will undertake an analysis and

elaboration of the particular goals in early childhood education.
In general, goals, objectives, aims, intentions, and purposes

are interrelated.

Though many programs have formulated distinct pur-

poses, overall or ultimate goals have been articulated in the form of

curriculum objectives and some in behavioral objectives.

Bruner suggests

social and emotional development (attachment, aggression, anxiety);

development and learning (behavioral objectives)

linguistic growth (Bruner, 1971, 95).

;

and cognitive and

Other terms have been used,

such as a safe and healthy environment, enrichment, and social and

emotional growth.

Evans maintains that initiators of any approach

to the education of the young must consider both immediate and long-

range objectives.

Usually, in practice, long-range goals are likely

to be general, while short-term objectives are more specific.

Regret-

tably, the relationship between the two has not always been made

clear.

Generally, those who have been charged with defining strategies

in respect to long-term goals are in general agreement about the

development of human potential.

Host educators would not oppose the

potential."
idea of "education for the development of maximum individual
of indiOther terms that might be placed under this broad statement

and
vidual potential include behavioral outcomes such as autonomy

personal
independence of judgement, ability to think critically,

.

AO

initiative and responsibility, self-respect, and respect for the rights
and property of others.

Listing such objectives could continue in

length yet the emphasis of the early childhood educator should be upon
the foundations of formative behaviors in order that there is then

provided a basis for achieving long-range goals (Evans, 1971, 306-307).
In order to focus more clearly on the nature, purpose, and

goals for early childhood education today, two representative programs

will be examined.

Kinds of Program

Head Start
The nature of Head Start was explicated earlier in this
chapter.

It is worth repeating that Head Start was organized for

those children whose socioeconomic status indicated a probability
of relatively little success in elementary school.

A basic assump-

tion of the Head Start program is that some applicable experience
in preschool, prekindergarten, or pre-first grade would ease the

adjustment of these children to a regular school setting.

To view

this in a broader conceptual frame-work, the quality of a child's

intellectual achievements and experiences lie in early formative
years; If the child's environment is impoverished, the quality of
his intellectual potential is impeded.

Therefore, the purpose is

such
to provide early intellectual enrichment in order to alleviate

effects
utilizing
Also, Head Start's purpose is developmental in nature,
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a comprehensive approach.

Program provisions include education,

community involvement, psychological services, nutrition, medicaldental services, social services, and parent education.
The intention of the Head Start Program is to shape the

curriculum to fit the child and not the child to the curriculum.
The teaching is based on the philosophy that if the child is given

concrete experiences to explore, he will make the necessary con-

nections in order to understand ideas.
By definition of Head Start manual for Region I, curriculum
is whatever occurs during the time the children are at the center.

Curriculum activities may be planned in

a formal or informal setting,

but all programs must provide a balance of active and sedentary

experiences for small groups of children and individuals.
of children to adults is three adults

The ratio

(teacher, aide, and volunteer)

to every fifteen children.

Head Start standards advise against the cramming of isolated
facts into children, but the schedule should provide for spontaneous

development of one activity into the other (Pre-Service Orientation,
Head Start Manual, 1971, 2).

General descriptions of curricula or objectives will be

described in order to provide an overall perspective instead of
describing specific objectives.

The curricula includes objectives

for the physical environment, both indoor and outdoor.

Meaningful

activities which lay foundations for future learning are the areas
language
of dramatic play, construction, woodworking, art experiences,

—

.

42

arts, literature, science, mathematics, and social studies.

Cognitive

growth is included in a separate section because of mass confusion,

even though two areas of research are being investigated.

One area

is how learning abilities develop and the other area is concerned

with the amount of information children at a given age can retain.
Head Start feels that it is more important for teachers to be sensitive
and "to listen" to the various ways in which children tell about

their developmental needs through overt behavior or verbalized desires

(Pre-Service Orientation Head Start, 1971, 2-3).
Play is an essential part of children's lives.

Head Start is an advocate for play

— children's

Therefore,

work is play.

They

are not saying that teachers should be unconcerned about what chil-

dren learn, but that they plan activities and use methods that are
geared to and are appropriate for specific groups of children

including both individual activities and group experiences.

Another program that is similar to the philosophy of Head
Start is the "Open Education" program in the United States which
is closely related to the British Infant School practices.

Open Education
Open education is not found on a large scale throughout the

United States.

The majority of programs of this type can be found in

and
private schools, laboratory programs in colleges of education,
a few in public schools.

One such open education program is the

Education Development Center:
Massachusetts)

Continuing Growth Plan (Newton,
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The intent of EDO's plan is to eliminate the "persistent

contradictions" between educational practices and educational ideals and
to provide the atmosphere for children to achieve "personal ful-

fillment."

The reason for this change from "prescription" to "free-

dom" is to assist teachers to be more aware of children's individual

needs and to develop a repertoire of appropriate teaching styles
(Evans, 1971, 277).

The conceptual substance of the Continuing Growth Plan contains two "key elements":

service.

the open classroom and the advisory

The definition of open classroom given by EDC is defined

in terms of openness in communications (dialogue)

zation, time, and space.
as well as children.

,

classroom organi-

Primarily, openness applies to self, teachers

Basic concerns are teaching methods and condi-

tions (Evans, 1971, 277).

The Plan's primary educational objectives

are communication skills, intellectual curiosity, self-confidence,
and responsibility.

In order to provide for such aims, the necessary

classroom features should include the following:

freedom to plan

one's own activities, a rich variety of materials, an inter-disciplinary

approach to "work," a flexibility in scheduling, cooperative interchange among pupils, and a supportive teacher.
The other key element in the open classroom is the "Advisory."
The advisory personnel are not considered supervisors but team advisors

whose function is to help implement the program, work with the teachers,
philosophy.
and develop practices which are consistent with the EDC

services
They also implement various advisory functions such as direct

.
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(seminars, provision of curriculum, parent education, etc.), research
and curriculum development services, the provision of a work shop
and resource center within which consultations may ensue, and the faci-

litation of communication of ideas as wol] as problems and needs among

classroom teachers (Evans, 1971, 277-278).

Where the Movement is Headed

Introduction
Since the developments of the 1960's
and day care centers

— advocates,

— mainly,

Head Start

parents, and other interested indi-

viduals would anticipate the continuation of this renewed concern
in early childhood education.

It is difficult to predict the

future of early childhood education,

but.

there are certain impressions,

events, and involvements that can serve as indicators of the direction
of early childhood education.

It is one intention of this chapter

to focus upon the indicators.

Day Care

Employment of mothers and the employment of all women has
been increasing for the last thirty years.

This expansion is not

expected to decline; therefore, the need for child care services will
increase
In March, 1972,

12.7 million mothers with children under 18

years of age were working or seeking work.
million, or about

1

Of these mothers, 4.4

out of 3, had children under six.

Projections
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for 1985 indicate that 6.6 million mothers aged 20 to 44 with chil-

dren under five will be in the labor force.

This will represent a

32% increase between 1975 and 1985 (Day Care Facts, 1973, 1).

Child care arrangements made by working mothers showed that
out of 3.8 million children under the age of six, in 1965, 47% were

cared for in the home by relatives or by persons paid to render
care; 31% were cared for in someone else’s home by relatives or

non-relatives; 5% cared for themselves (often known as "Latchkey
Children")

;

16% of the mothers worked only during school hours or

kept their children with them at work; only 6% of the children received care in group day care centers (Profiles of Children, 1970,
62).

There are several reasons why only 6% out of the 3.8 million
children under six receive developmental day care services.

One

reason is that day care costs can range from $2 to $100 per week
per child, the average weekly expenditure being $15 per child (Keyserling,
1972, 167).

Often, mothers in job-training programs can no longer

afford child care services once they have completed their training.
This service is usually paid for by the Welfare Department or other

agencies during job training (Keyserling, 1972, 171).

Another reason

that
why only a small percentage of children use day care services is
of
centers are frequently a considerable distance from the homes

parents (Keyserling, 1972, 174).

Many centers have waiting lists.

of hours that
Also, day care centers do not offer the flexibility

working mothers require.

All of these reasons are found to be con-
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tributors for the sparse enrollment in day care centers.

The book

Wi ndows on D ay Care expresses through interviews with parents
the

need for more day care centers and services that would make their

usage more available to working parents.
Day care services are expanding into many new areas that

previously have never been directly related to young children.
Employers are now operating day care centers.

A few federal agencies

have established day care centers for their employees' children;
other agencies are contemplating the feasibility of establishing
a center or are in varying stages of planning day care centers.

Of

the federal agencies, the Department of Labor established a day care

center for preschool children of its employees in October of 1968.
The project is operated by the non-profit National Capitol Area Day

Care Association.

The Social and Rehabilitation Service of HEW

opened a child care center for its employees' children in February
of 1971.

Both of these programs operate on a sliding scale fee.

The Office of Education of HEW opened its "National Demonstration

Center in Early Childhood Education," a model child care center in
June, 1971.

Also, the Office of Economic Opportunity (0E0) opened

its center in March, 1972.

Its purpose was to demonstrate the

feasibility of employer-provided day care.

According to Jerry Sutton

of HEW, OEO's center is no longer in operation due to the fact that

not enough federal employees' children were involved in the program.

Therefore, other children had to fill the vacancies in order that
the project would not lose money.

Another reason for its closure
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is that employees were transferring to other agencies,
making employer-

provided day care unrealistic for this agency.
Business and industries have also taken an interest in day
care centers.

Although this interest does not encompasss a large

following, the idea seems feasible and new centers are opening each
year.

Control Data Corporation, Minneapolis, Minnesota; Curlee

Clothing Company, Mayfield, Kentucky; Skyland Textile Company,
Morganton, North Carolina; and the Chesapeake and Potomac (C&P)

Telephone Company, Washington, D. C.; are a few of the centers in
operation.

In 1973, the Joshua Tree Manufacturing Company of

Gardena, California, and the Security National Bank of Walnut Creek,

California, opened centers.

Some of these centers enroll children

of non-employees (Day Care Facts, 1973, 9).

Vouchers for child care have been established by the Ford

Foundation in New York.

Parents make their own child care arrange-

ments and the foundation allowances range from $5 to $15 a week

depending upon the family’s gross income and age group of the child.
Any family whose gross income exceeds $20,000 receives no allowance
(Day Care Facts, 1973, 11).

Other sources are also involved in day care.

The Illinois

Bell Telephone Company in Chicago provides personal representatives

who assist in finding the kind of day care employees require.

Centers

Security
are operated by unions and employee organizations such as Social

Administration (SSA) of HEW opened a day care center in March, 1971,
in Oakland, California.

Businesses such as Whirlpool Corporation
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^®^^^^-kuted the expertise of several departments to a group of about

twenty-five industries in Benton Harbor and St. Joseph, Michigan, to
establish a day care center.
of child care facilities.

Banks are now financing construction

Promotional efforts for sufficient and

satisfactory child care facilities by women's organizations include
the National Council of Negro Women, the National Council of Jewish

Women, and the Black Women's Community Development Foundation (Day

Care Facts, 1973, 7-14).
The latest estimates indicate that care in licensed centers
and family homes is available for about 905,000 children.

Estimates

also show that several million children need this service (Day Care
Facts, 1973, 2).

Day care is experiencing an increased interest

from both public and private sectors.

The questions arise of where

these centers will originate and who will provide support for them.

The above review of some of the existing programs

— even

though it

does not represent an overwhelming national concern among many orga-

nizations

— indicates

that various interest groups recognize the need

to provide day care services for their employees and for others who

can benefit from such services.

Business, industry, and other organi-

zations could provide space and personnel to meet some of the existing

needs for more available and accessible centers.

Federal Support for Day Care
passage of
Federal support for day care programs since the
the Langham Act of 1941 has been increasing.

In 1962, a significant
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advance in Federal Child Welfare legislation was made
by the Social

Security Act amendments.

This act provided for State Public Welfare Agencies

to receive Federal grants-in-aid for day care services
(Day Care Facts,
3).

1973,

Amendments in the 1967 Social Security Act authorized the Work In-

centive Program (WIN)
services.

,

a comprehensive program of manpower and social

Provisions of this law provide that persons on welfare

rolls be trained for permanent jobs at decent pay and that child
care services must be furnished trainees (Day Care Facts, 1973, 3).

Under the same 1967 amendments, another provision authorizes
grants for sp-cial projects to train personnel for work in the area of

child welfare, including day care (Day Care Facts, 1973, 3).
In 1964,

the Economic Opportunity Act provided grants for the

development, conduct, and administration of day care projects within

community action programs.

Head Start is the largest single program

developed under this act which provides day care for disadvantaged
children.

Also, funds may be used for day care of children of migratory

and seasonal farmworkers, for work training and employment programs

relating to day care in highly concentrated low-income urban areas,
and for work training programs which include day care as a supportive
service.

The training of young men and women as day care workers

or aides is provided by grants.

In addition, economic opportunity

loans are available to establish day care centers to persons or to

small business concerns in areas where there are many unemployed or
low— income persons (Day Care Facts, 1973, 3).
1965
Funds from the Elementary and Secondary Education Act of
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may be made available for day care programs for
educationally deprived
children in areas that have a large concentration of
children from
low- income families, including children of migrant
farm-workers.

Also,

funds may be used for research, surveys, and demonstrations
relating
to day care centers

(Day Care Facts, 1973, 3-4).

The Vocational Education Act of 1963 entitled funds to pro-

vide training in occupations involving knowledge and skills in home

economic subjects.

This Act includes the provision for training of

aides and assistants to directors of day care centers (Day Care
Facts, 1973, 4).

Legislation for training and retraining personnel who serve
young children in preschool programs, day care centers, kindergartens,
and in the early years of elementary school is authorized by the

Education Professions Development Act.

Under the Manpower Development and Training Act some programs provide either training in day care occupations or provision
of day care as supportive services for training or both of these.

There are several other acts that authorize Federal aid for

various programs relating to day care.

Included in such programs

are provisions for nursing services and other health services for migrant

children in day care centers, continuing education in mental health
for child care workers, and grants for staffing community mental health

center facilities (a child care center may be part of a mental health
center).

Moreover, there are breakfast, lunch, and milk, and special

food service programs.

,
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Day care facility construction can be found in a few laws.

Such a law can be found in the National Institue of Mental Health
of HEW which provides grants for construction, initial equipment,

renovation, or acquisition of community mental health center facilities.

Other laws relating to construction are administered by the

Department of Housing and Urban Development (Day Care Facts, 1973,
4-5)

Legislation regarding Income Tax deductions can be found in
the Revenue Act of 1971 which liberalized child care deductions.

Both individuals and businesses can deduct, of course, under certain

stipulations.

January

1,

The deduction is allowed for expenditures made between

1972, and January 1, 1977.

An evaluation of the effective-

ness of the provision during this five-year period is planned by

Congress (Day Care Facts, 1973, 5-6).
Not only is the federal government involved with legislation
that authorizes and provides child care needs, in 1968 it also es-

tablished the Federal Panel on Early Childhood.

This was initiated

by the Secretary of HEW at the request of the White House as a
primary step to expanding and improving all early childhood programs
financed by Federal funds (Day Care Facts, 1973, 6).
So far, the majority of the programs discussed have been

concerned with low- income families.

Congress in 1969 amended the

Taft-Hartley Labor-Management Relations Act to allow employers and
centers for
unions to set up jointly administered funds for day care

children above the poverty line.

With various movements striving
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for eocial change, e.g., Women's Liberation Movement,
thi6 com-

bined funding favors a substantial impact on both methods
of child

rearing and the institution of the family (Hunt, 1971, vii).
In addition,

the Comprehensive Child Development Act of 1971,

whica was vetoed by President Nixon, would have provided, through
establishing and expanding comprehensive child development, that
programs and services be made available to all children who need
them, with priority on preschool programs for the economically

disadvantaged (CCD Act, 1971, 3).

This act will probably be intro-

duced again because it was concerned with all children.

Existing conditions find the federal movement heavily
Involved with the care of young children.

The extent of the impact

of extensive federal funding cannot be said with any degree of

certainty at this time.

Child Development Associate Consortium
As mentioned before, the Office of Child Development (OCD)
in the Department of Health, Education, and Welfare (HEW), was

initiated in 1969.

This office has the responsibility for Head

Start, day care, and other early childhood programs of the Chil-

dren's Bureau (Butler, 1970, 3).

Since most of these programs having

been explored in previous sections, this particular segment will be
devoted to a special project initiated by the Office of Child Development.
It is necessary in this section to recapitulate some of what
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was stated in Chapter

I

concerning the Child Development Associate

Consortium and its function.

This is done in order to provide a

logical development and a clearer understanding to the reader
of
the ideas that formulated the basis for the Consortium’s
existence.
As stated earlier Edward Zigler felt that because of the

increasing need for child care workers over the next decade, we must
do as other nations have done

— develop

a middle level professional

group to take care of the children of our nation.

This new pro-

fession of child care workers will be known as the Child Development Associate (CDA)

.

The CDA will be an individual who has not

had academic training sufficient for a college degree, but who has
the competencies to care for children.

This is a major issue when

considering whether developmental care or custodial care will be
provided for the children of this nation.

Developmental child care not only involves the primary
care-taker of the child, it also involves other disciplines and other
professionals.

Parental involvement, health and nutrition of the

child, social services to the family, and volunteers in the child

care centers are all components of the developmental concept.

As

stated earlier, the key element that determines whether a child
care program is developmental or not will be the quality of the

competencies of that adult whose primary responsibility is the

development and socialization of the child (Zigler, 1971, 1-2).
The increasing shortage of trained personnel for young children in these programs coupled with the expanding enrollment in pro—
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grams providing day care causes an even greater shortage of trained

personnel.

The need is apparent for this new profession (Zigler, 1971,
2).

The Child Development Associate (CDA) Consortium was established
in June, 1972 to implement this program.

This is a private, non-

profit corporation under a grant from the Office of Child Development,
and the U. S. Department of Health, Education, and Welfare.

This new

organization is a partnership of individuals, more than thirty national
associations concerned with young children, ethnic-minority populations,
parents, child development personnel, training institutions, and certi-

fication agencies.

Responsibilities of the CDA Consortium were mentioned in
Chapter I, but they are repeated here to emphasize the function that
the Consortium is to perform.

The Consortium has the responsibility

for devising procedures to assess performance of individuals in charge
of three- to five-year-old children in preschool programs.

They also

have the responsibility for establishing a credential known as the

Child Development Associate for those who have successfully demonstrated competence with three- to five-year-old children (Facts
About CDA Consortium, Inc., 1973).

Training for CDA-required competencies will be highly individualized.

Each trainee will be evaluated upon entrance into the

project in order to develop a training program around identified
strengths and weaknesses.

Even though training time may vary from

and
two months to two years, depending upon the previous experiences

competencies of the individuals, it is estimated that within a two-year
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period, most trainees will reach competence of acceptable
levels.

Essential to the training of the CDA is an integration of
theoretical preparation in child development and early childhood

education with practical, on-the-job experience.

A variety of

organizations and institutions will provide training.

These agencies

will include universities and four-year colleges, community and
junior colleges. Head Start centers, vocational and technical schools,

private training organizations, and state and regional commissions
(Klein, 1973, 290).

The relationship of the Office of Child Development to CDA

Consortium, Inc. is that of provider for the initial grant to establish
the Consortium and will support it while assessment and credentialing

procedures are being developed.

The OCD pilot training centers have

been made available to the Consortium and its sub-contractors for
testing and refining the skills and the procedures necessary for

assessing the competence of the Child Development Associate.

The

Consortium, a non-profit corporation, is independent of OCD in its

operation and policy-making and is governed by its own Board of
Directors chosen from the member organizations.

Nevertheless, the work

of the Consortium and of OCD are complementary parts of the total

Child Development Associate Project (Facts About CDA Consortium,
Inc., 1973).

The federal government’s interest in Child Development

Associate is more than financial support.

Their concern has far-

reaching effects into federal programs, mainly the Head Start Sup-
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plementary Training Program.

OCD recognizes that many individuals who

work with young children and whose basic responsibility is their
development and education are insufficiently prepared for the complex
task.

In general, most of the staff members in child care programs

have been identified as having one of two basic backgrounds:

They

have a college degree (with or without course work in early childhood education and child development) or their preparation includes
no specific training that would provide high quality care for develop-

mental programs.

The Office of Child Development views both forms

with great concern, considering that a college degree does not
necessarily guarantee that staff would have the competencies that
promote physical, emotional, social, and intellectual growth in young
children.

With these issues in mind, the Office of Child Development
funded twelve pilot programs in the Spring of 1973.

Areas that

embrace the pilot training projects combine both urban and rural communities, different ethnic and racial groups, and bilingual programs
(The CDA Program:

The CDA, A Guide for Training, 1973, 1-2).

Head Start Supplementary Training policy and practices have
been to provide career development as their major goal.
by offering standard college— level training.

This was done

The thrust for career

development has caused conflict with the need for providing training
Start chilto develop and maintain competent teaching staff for Head
dren.

Since the Child Development Associate focuses on a new thrust

Supplementary
of training and credentialing, the Head Start
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Training chooses to 'incorporate this program into their career
development program.

This will not detract from the original role

of career development for some members of the staff but will
enhance

the opportunities for development for all Head Start staff.

There

is increasing interest among the affected groups to insure not only

decent facilities but also to provide a broader licensing measure
that would include the training of staff.

Licensing

During the Civil War and post-Civil War period, regulation

began with the establishment of the State Boards of Charity.
boards did not actually liceixse centers.

These

They were primarily es-

tablished for inspection and reporting on the conditions of child
care facilities.

law was passed.

In Pennsylvania in 1885, the first actual licensing
It prevented anyone from taking care of more than

two children under the age of three without a license from the Mayor
of the town, a justice of the peace, or a magistrate of the locality.

The lobbying of the Child Welfare League of America encouraged other
states to follow suit, until, in 1920, most states had some form of
regulation.

Public scandal over the abuse of children in some state-

subsidized institutions around the turn of the century was primarily
the cause of licensing.

Since that time, the licensing philosophy

has remained practically the same.

Licenses are not seen as a device

to insure sound programs, but rather as a means of closing down
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centers that are physically dangerous (Lazar, Rosenberg,
1971, 76).

Current licensing considers mainly the safety features, the
plumbing, and the amount of space provided.

It is usually housed

in the welfare department rather than in the education or
health

department.

Enforcement of these minimum standards seems rare.

It

must be brought out that over 90% of all full-day child care centers
in the United States are privately funded and operated for profit.

Beyond the physical arrangements of the day care facility, requirements
for quality care are not enforced (Lazar, Rosenberg, 1971, 74).

Recently, states have considered regulation of program content as
a correct exercise of authority, even though they have been regulating

curriculum content of private elementary schools for over a century.
Private operators would pose opposition to broaden the regulatory
base at the local level.

Instead of trying to change each set of

statutes, several national groups are proposing standards which could

be enforced by making the availability of federal funds contingent
upon their being met.

The proposed standards are advocated by the

Child Welfare League of America, the Federal Interagency Panel, the

White House Conference on Children, and the American Academy of
Pediatrics.
In addition to the facilities, safety, and sanitation stan-

dards, the proposed standards also stipulate requirements relating
to health, nutrition, grouping, educational services, social services,

and the staff training required for an effective day care program
(Lazar, Rosenberg, 1971, 76-77).

.
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The California Plan
It is significant to acknowledge California's
proposal for

redesigning and revitalizing early childhood education.

California's

Task Force on early childhood education "dedicates
itself to the

proposition that since all men and women of every race and creed
indeed do have inalienable rights to life, liberty, and the
pursuit
of happiness,

it is the business of society to assure these rights

for every child.

He is

Force on ECE, 1972, 3).’

.

.

.

tomorrow's adult (Report of the Task

They recognize that

a

new body of educa-

tional, psychological, and medical research documents the crucial

importance of the first eight years of life (Report of the Task
Force on ECE, 1972, 3).

Although research continues to evolve,

they believe that there is enough evidence to warrant action at
the present time (Report of the Task Force on ECE, 1972, 3).

Some significant amendments were made to this proposal

during the final version of legislation.

One of the amendments bears

the impact of California's foresightedness.

In the original proposal

four-year-olds v/ere to be incorporated into the master plan.

As of

February 15, 1973, four-year-olds (3.9) have been deferred for two
years.

The plan now includes only children in kindergarten through

grade three (ECE Proposal, 1973, iv)

The program does not call for "more of the same" or "pushing

kindergarten downward."

It will be designed to provide all children

with the opportunity and the motivation to attain mastery of skills
that are basic to their academic and personal achievement (ECE Proposal,

60

1973).

Goals will be clearly defined so that the
results can be

evaluated.

Basic goals of the program are that all children
must

acquire the basic tools of learning in reading, oral
and written
language, and arithmetic by the time they are ready to
leave pri-

mary school.

Assessment of the children's verbal abilities must

be made in the language with which they are most familiar
(Report
of the Task Force on ECE, 1972, 5).
in evaluation.

This represents a new "high"

It must be emphasized that not all school districts

will be required to implement this program; but it opened to all
school districts the opportunity to develop

coordinated plan for primary children.

a

comprehensive and

The State Department of Edu-

cation has set up guidelines which school districts must adhere to
(ECE Proposal, 1973, 15).

Of importance, the revitalization plan still stipulates that

school attendance will remain optional until age six; although it is
intended that in the near future the program will be available to
all children whose parents wish them to attend public school at age
four.

Under California's already existing children's center program
serving some 26,000 children from two through fourteen, of which 4,240
are four-year-olds, it is intended that the early childhood education

program utilize these established centers.

It is also proposed that

all school districts which develop a comprehensive and coordinated

plan for primary programs, either initiate a children's center or
augment an existing children's center.

Furthermore, it is intended
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that these childrens' centers may provide
housing for four-year-olds

under the primary educational program and that
these canters may be

utilized to provide extended day for the entire
age range of children

who need care while their parents are employed,
in school, or in
training (ECE Proposal, 1973, 13-14).

California's Master Plan is for a systematic phase-in of

district schools.

A local program should be designed to systematically

phase into the program all the schools of the district in no
longer
than five years (Policies for ECE, 1973, 4).

Even though educational,

psychological, and medical research is still in progress and new infor-

mation is continuing to bring forth new conclusions, California has
seen fit to make a commitment that the first eight years of life
are the most crucial for the development of human potential.

It

has implemented an early childhood education plan to foster quality

education.

Early childhood education has made giant steps since

the impact of the 1960's; California's recognition of its place in

the public schools adds another step in credibility.

Summary
The contemporary scene in early childhood education is wit-

nessing the involvement and interest of a wide spectrum of organizations
and institutions, both private and public.

Preschool education has

made the nation sit up and take notice, primarily due to Project Head
Start.

Not only did the concern for up-grading the abilities of

children of the poor to meet those of their more fortunate peers cause
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a wide interest among child advocates, but nurseries
for middle- and

upper-class children also increased.
Goals in early childhood education are being influenced by

experts in many different disciplines.

There is the influence of

federal guidelines, welfare agencies, and advocates of different
kinds of programs competing to produce different kinds of skills and
®kilities«

We can also find the medical task force, neighborhood

and community organizations, universities, colleges, and

parents

involved in policy-making decisions influencing goals for young
children.

We are witnessing old methods and new, innovative program
methods (e.g.

,

Montessori and Bereiter-Engelmann) being used experi-

mentally in order to provide the disadvantaged with necessary skills
to obtain success in school.

Without a doubt, each of these programs

will prescribe different goals.
Recognition of the responsibilities and opportunities of day
care are extending from the federal government to industry, labor

unions, businesses, foundations, educational institutions, and

corporations.

Federal guidelines influence the type of care and

programs young children will receive.

Other institutions supporting

day care services will probably be influenced (e.g., Women's Liberation

Movement) to advocate quality day care.
The Office of Child Development is concerned with the need
for more qualified child care workers over the next decade.

They

initiated the Child Development Associate Consortium whose mandate
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is to provide competent teachers to administer developmental child
care

and to regulate certification to insure the competency of the staff

working with three to five year olds.

These CDA graduates will have

influence upon children enrolled in federally supported preschool
programs.

Their influence will demonstrate and reflect the goals

set by federal guidelines and the goals that the CDA Consortium

requires for competency.

Several national groups are proposing standards for licensing

beyond the safety features of the facilities.

These groups would

stipulate certain requirements such as educational and social services and staff training.

Enforcement of these standards would be

achieved by making the availability of federal funds contingent
upon the standards being met.

California’s public school system is witnessing a change in
the way the educational process views and assumes responsibility to

enhance the educational development of the four-year-old child.
All of the above developments represent far-reaching inThey will affect the developmental

fluences upon preschool education.
goals that will be set for children.

that we now know.

There are a

number of things

We are definitely feeling the insistance that

certain standards or policies be enforced for developmental care of
children.

Pressure from national organizations along with pressure

from parents who are involved with policy-making decisions are demanding

quality care for young children.
a demand for articulated goals

We do know that presently there is

for young children.

Purposes for the
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various programs reflect a variety of viewpoints.

Some advocates

are looking at a part of the child's needs while
others are viewing
the whole child.

At the present time, we do not know how goals
will

be used, whether they will be structured or flexible,
whether they

will be geared to particular groups of children or whether
they will
be for all children.

CHAPTER IV

ANALYSIS

Introduction

Upon investigating and describing the vast amount
of goal
statements found in early childhood education programs,
various sources

were researched.

The data was gathered from histories of early

childhood education methods and curriculum tests, published curriculum
guides and statement of objectives, federal guidelines from day care,
Head Start, experts in the field of preschool education, statements by

commissions and professional organizations, reports of Conferences:

White House Conferences, Congressional Child Care Hearings, research.

Regional Laboratories in early childhood education, and Education Research Information Center (ERIC)

— Early

Childhood Education.

In order to provide for the reader the extent of goal state-

ments described in historical and contemporary times for preschool

children and also to keep from being repetitious, the writer has extracted from the various sources, mentioned above, a compilation of goal

statements made in each decade starting with the 1880’s and concluding

with the 1970’s.

The writer chooses to incorporate tables of stated

goals for each era in the embodiment of this paper where appropriate.
By doing thus, the reader may easily refer to goals stated in that par-

ticular era.
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As referred to in more detail in
another section of this chapter, the

dividing point between historical and
contemporary times has been designated by the writer as the decade of the
fifties.

Who Said Wha t
If an attempt were

made to interpret the descriptions of the

people who made statements on early childhood education,
it would hardly
be possible to describe each participant.

Therefore, in order to give

a clearer insight into the various segments from
which informational

sources were gathered, the following various professions

and.

organi-

zations will be surveyed.

Resources from the early decades of the twentieth century brought
forth literature from researchers, superintendents, educators. White

House Conferences, conferences on early childhood education, Secretaries of Labor, a Secretary of Interior, Chiefs of the Children's
Bureau, as well as organizations which brought in eminent physicians,

social workers, and laymen.

As the decades passed, reports and literature

brought forward not only the previously represented individuals and

organizations but also added experts in the field of child development
and

early childhood education.

Extensive information for the White

House Conferences and Senate Hearings was provided by private organizations that were involved with programs for young children, task forces
on early childhood education, education commissions, women's organi-

zations, the American Academy of Pediatrics Committee on Infant and

Preschool Child, the National Association for the Education of Young
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Children, directors of various government
offices, bureaus, and agencies, psychologists, diverse state level
agencies, media (children’s tele-

vision), directors of various university
early childhood education labo-

ratory programs, clothing manufacturers,
working mothers, Representatives
from Congress, and social workers.

As can be seen, the cross-section

of participants encompasses a broad range of
major influences on early

childhood along with numerous stakeholders in the field of early

childhood education.

Not every individual or group had the sole pur-

pose of speaking in terms of goals for young children.

A look into

the surrounding circumstances and the purposes for which the
statements

were made will add clarity to the rationale for the statements.

Circumstances and Presumed Purpose
for Makin g Goal Statements
Statements were made for various reasons and purposes.

It

must be reiterated here that goal statements were extracted from various
sources.

These statements were often found within the context of the

situation, meaning that goal statements were made that did not necessarily address themselves to the sole purpose of providing goals for

preschool children.

Historical writings in the first two decades of the twentieth
century state the purposes of philanthropic organizations and settlement houses which include the objectives found in programs for young
children.

During the period from the early 1920 ’s through the 1930's,

the progressive movement educators wrote about their schools in order
to publicize their new approach to education.

Their beliefs in such

.

68

concepts as "interest," "freedom," "self-activity,"
and "learning by
doing" needed justification against the
controlled and uniform methods
of traditional education (Bode,

1938, 3-4).

Ihe White House Conferences will be drawn upon
heavily for

information because they provide the most consistent
source by which
each decade can be described.

The Conferences will be used as indi-

cators of policy making on objectives that influence the
goals found
in federally funded programs.
In 1930, the WTiite House Conference on Child Health and Pro-

tection found the country in the midst of an industrial depression.
The future was shadowed by mystery and children's workers were besieged by the suffering of children and their families.

The charge

of this Conference was to evaluate the conditions of the health and

well-being of the children in the United States and its possessions.
The 1,200 men and women which formed the committee membership were
to report what was being done in the area of health and well-being

and to make recommendations for early childhood care.

sections

— medical

With four

services, public health services and administration,

education and training, and handicapped children

— approximately

138

committee and subcommittee chairmen lead the various research and
study activities.

For the most part, the specialists who were par-

ticipating in the different committees were working in fields other
than their own.

Goal statements were extracted from the different

committee recommendations
An outgrowth of the depression nursery schools was the day
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care centers of World War II sponsored by
the federal government.
Goal statements were gathered from
governmental publications describing

program aims for high quality care for children
and their parents.
The purpose of the White House Conference
of 1940 was "to develop a
frame of reference for equipping American
children for the successful practice of democracy (WHC Story,
1967, 12)."

The committee on

"Goals of Democracy" recommended goals that they
believed to be essential
to democracy.
In the 1950’ s books on nursery schools reflected
curriculum

goals, among other things, for young children based on what
the writers

termed "a good nursery school" program.

Proceedings from the Mid-

century White House Conference on Children and Youth called for a continuation of the nation's basic objective

—a

fair chance for every child.

The purpose of the Conference was to further the development of a healthy

personality in children.
The 1960's brought an abundance of curriculum guides by different advocates explaining the rationale and the benefits of their

programs.

Federal guidelines not only included objectives for the Head

Start children but also included objectives for involving the family.

The 1960 White House Conference's theme and focus was to promote oppor-

tunities for children and youth to realize their full potential for a
creative life in freedom and dignity.

A report prepared for the Office

of Economic Opportunity by a panel of authorities on child development

contained objectives of a comprehensive program.

The purpose of these

objectives was to improve the opportunities and achievements of the cnil-
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dren of the poor.

As seen in the 1960's, there is olso
a wealth of

curriculum texts in the 1970's articulating
different approaches for
preschool education.
Child Care hearings of the 1970's introduced
bills to provide

comprehensive preschool education and child day care
programs in the
Department of Health, Education, and Welfare.

The leading experts

in the nation were invited to testify on the
needs, priorities, and

issues in this area.

Statements were taken from hearings where the

Bill (Comprehensive Child Development Act of 1971) was to
amend the

Internal Revenue Code of 1954 and the Social Security Act in order
to encourage and facilitate the provision of child care services.

Along

with program directors, congresswomen, and New York University Graduate
School of Social Work Interns testifying in favor of the Bill and the

services it should give,

a

report of the Education Commission of the

States Task Force on Early Childhood Education was submitted to the

Hearing.

1

This report stated goals for early childhood development

alternatives for program implementation in the United States.

The 1970

White House Conference on Children marked a departure from previous
conferences.

It was decided there would be two separate Conferences,

on children from birth through twenty-four years-of-age.

The children's

conference's task or purpose was to "define problems," "seek new know-

Ijoint Hearings Before the Subcommittee on Employment, Manpower,
and Poverty and the Subcommittee on Children and Youth of the Committee
on Labor and Public Welfare, United States Senate Ninety-Second Congress,
First Session on S.1512, Part I.

71

ledge," and "evaluate past success and
failure."

Topics of concern

were divided Into the following seven
areas (the 26 forums will not be
listed because they are sub-topics under
the different areas):
(1) Individuality,

(2)

Learning,

(3)

munities and Environments,
(7)

Health,

(6)

(4)

Parents and Families, (5)

Com-

Laws, Rights, and Responsibilities, and

Child Service Institutions.
Thus, the circumstances and the purposes from
which the goal

statements were taken were found to be both broad and
specific in nature.
They were not always directed at the goals for young
children but they

were always used in the context of the nature of young children.

Assessment of Trends in Early Childhood Education

A wide variety of sources, involved and interested individuals,
circumstances, and purposes were used in gathering goal statements for
early childhood education.

The reason for this vast range of resources

was to provide unbiased opinions and to gather sufficient significant
indicators of the expressed goals for young children from the historical
and contemporary periods to establish trends.
As early as the first kindergarten appeared on the American

scene, the trends of societal thinking have influenced the goals set
for young children attending school.

Many of the early kindergartens

(1860’s and 1870 ’s) were a part of the German-English Academies.

The

Germans who established these bilingual academies came to the United
States as a result of the European Revolution of 1848.

Not only was

the significance of the early kindergartens associated with Froebel's
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search for unification, but also with social
liberalism (Weber, 1969, 10).

Froebel

s

philosophy was child-centered, emphasizing spontaneous
free

play as a basis of learning, the importance of self-activity
and motor
expression, and social cooperation as the core of curriculum.

These were

some of his education principles based upon the active nature
of learning

among young children.

For Froebel, self-realization was the individual

aim of Education (Weber, 1969, 10).

Many factors accommodated the accep-

tance of the kindergarten program exactly as it developed in Germany;

mainly , the philosophy of a number of American educational leaders was
in accord with its idealistic base (Weber, 1969, 20).

TABLE

I

GOALS OF EARLY CHILDHOOD EDUCATION

2

FROEBELIAN ERA (1880-1910)
1.
2.
3.
A.

5.
6.
7.

8.
9.

To teach form concepts
To teach number concepts
Musical activities
Spontaneous free play (basis of learning)

Self-activity
Motor expression
Social cooperation (core of curriculum)
To stimulate learning through manipulation and action with
the use of special toys and equipment
Self realization
2

References for goal statements can be found in Appendix

A.

Two distinct areas of focus can be found in early kindergarten programs.
First, kindergartens were only for children whose parents could afford such edu-

cation, and second, it expanded into programs for children in slum areas (Weber,
1969, 22).

The three leading exponents of Froebelian principles and "new educa-

tion were William T. Harris, Elizabeth Peabody, and Susan Blow.

Their advocacy

—
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soon brought recognition and support from the
National Education Association.

Even though these three advocates saw the endless
possibilities for the education of the young child, they interpreted Froebel
differently by placing

their own emphasis on various aspects of his theory (Weber,
1969, 23).
Harris believed that the child "must be educated by two
disciplines
that of the will in correct habits, and by that of the intellect
in a

correct view of the world."

It was Harris' belief that society would

benefit by providing a rational kindergarten.

Affluent children would

not be contaminated by unskilled and indulgent servants and children
of the poor would be kept off the streets where they acquired evil

associations.

For Harris, kindergarten offered salvation for the chil-

dren of the rich and redemption for the "moral weaklings" from homes

of poverty and squalor (Weber, 1969, 28-29).

By virtue of Harris'

position as Superintendent of the St. Louis School Board, he could
direct and influence the objectives and goals that would effect both

affluent and poor children.

Upon Elizabeth Peabody's return from Europe, where she hoped
to acquire a better understanding of the Froebelian kindergarten, she

was in great demand as a lecturer at training schools for the staff
of kindergarten children.

Even though her stated aim was to inspire

"an enthusiasm for educating children strictly on Froebel 's method,"

her trans cendentalist thoughts were evident in her lectures.

She believed

that childhood was the time when communion with God was most readily

attained.

Therefore, her lectures

reflected and stressed the religious

could
and spiritual side of education, believing that the kindergarten
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set the child on the right path of life.

Miss Peabody crusaded for the

introduction of the kindergarten into the public
schools, while at the
same time, she spread her benevolent view concerning
the child's nature.

Miss Peabody's advocacy took place in New England,
while Harris' and
Susan Blow's took place in St. Louis.
Miss Blow believed in the educative process.

The development

of creative self-activity had to come from the prescribed
imitation
of Froebel

'

s

materials:

key to practical work.

Froebel's symbolism, for Miss Blow, was the

Among the many elements of Froebel's method

that she supported, she felt that the child's growth of the inwardly

self-evolving idea could best be fostered by providing good models of
conduct and by avoiding the bad ones.

Even after new and revolutionary

scientific ideas came forth, Susan Blow continued to fight for Froebel's

program (Weber, 1969, 30-32).
Even though these three individuals placed their emphasis on

various aspects of Froebel's theory, their advocacy was mainly directed
toward middle- and upper-class children.

They also asserted that

private kindergartens should be inducted into the public school system.
At the same time, Harris, Peabody, and Blow were advocating
the benefits of kindergarten education, settlement work by some phi-

lanthropic individuals used the kindergarten as a means to alleviate
the distress of young children.

with child-rearing practices.

It was also used to acquaint mothers

Besides starting children on the correct

path for life, it was supposed to provide hope for future generations
(Weber, 1969, 38).

Kindergartens became connected with social services.
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Such groups as the Women’s Christian Temperance
Union promoted kindergartens in at least twenty large cities.

In the 1880 ’s and 1890's,

the

words "Free Kindergarten Association" appeared in
many cities in all
sections of the country.

Under the shield of the Free Kindergarten Asso-

ciation, philanthropic women brought Froebel's program
to mill children
in Florence, Alabama; Columbus, Georgia; and to children
from the stock-

yards and packing-house areas of Chicago and Indianapolis.

By 1897,

the United States Commissioner of Education had listed over four hundred

such associations (Weber, 1969, 38-39).

TABLE

2

GOALS OF EARLY CHILDHOOD EDUCATION

REFORMIST ERA (1880-1914)
1.
2.
3.
4.

5.

Habits of cleanliness.
English language
Proper behavior
Socialization (of children and families)
Cultivating habits for school entry paper cutting, storytelling, clay, recess, and rest periods

—

As happened to most cities during the late 19th Century, growing

poverty, increasing industrialization, hard tenement life, and the in-

creasing population of immigrants from southern and eastern Europe,

happened to Massachusetts.

Massachusetts is used as an example of what

was taking place in regard to program aspirations for slum children and
is in no way intended to suggest that these were isolated factors indi-

genous to this particular state.

As opposed to middle class and more

affluent areas where the goals for the child centered around the company
social
of his peers, his place among their relationships, and even wider
was
relations and involved duties, the major goal of various reformists

.
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to eliminate poverty’s evils.

They believed that disease, want, and

disrupted families could be eradicated by reorganizing
the environment
in

which the poor lived.

Attention was then given tc the child and his

home, not solely because of the child-study movement,
but because the

child could be used as an object of social amelioration
(Lazerson,
1971, 46)

Settlement workers and philanthropists were the force behind
social reform.

These individuals sought through the kindergarten,

different from that of child development, a means to enter the home
and the neighborhood.

Social reformers felt that the kindergarten was

more like the settlement house than a school.

Like the formulators

of the kindergarten movements, the reformists fought to safeguard its

distinction from the narrow pedagogy and academic goals of the regular
classroom.

For the philanthropist, the appealing effect of the kinder-

garten lied in its concern with "the children of the poor" and its

aim "the elevation of

the.

home (Lazerson, 1971, 57)."

To improve

society by blending families into neighborhoods was the aim of the
settlement house and the kindergarten would provide the atmosphere
to harmonize and socialize individual families.

Through the efforts of settlement houses and philanthropists
the kindergarten found its way into the public school systems during
the first decade of the twentieth century.

By incorporating early

childhood training into the urban school, broad goals diminished

which lead to a narrowing of social commitments away from urban reform.
Public kindergartens were featured not only as a means to provide

.
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protection from the evil influence of the
streets, ignorance, or
poverty, but also as an effective way of
getting children ready for

further schooling.

Social reform's theme found itself taking on
a new

trend of social achievement and preparation
for the primary grades.

Within the kindergarten movement
of the institution.

,

conflict arose as to the nature

With added financial expenses, philanthropic commit-

ments to social amelioration came to an end in the first
decade of
the twentieth century

The principles of the Froebelian method did not go unchallenged.

Such persons as Anna E. Bryan, Genny B. Merrill, and Patty Smith

Iliil

felt that the major problems of Froebelian theory were the symbolism,
the logical sequence of gifts, and the lack of self-determined purpose
in the child's play.

The individual efforts of these and other leaders

set about tc revise the kindergarten program.

came from G. Stanley Hall and John Dewey.

Support for this change

They were the two major

forces in increasing scientific thinking in education among kinder-

garten leaders.

Hall's new methodology attracted the Progressive

kindergarteners; he provided new techniques and called their attention
to unstudied characteristics of children in relation to fear, anger,

crying, interest, and types of play.

indifference to health problems.

Hall called attention to the

He promoted free play.

He advocated

that the child needed freedom and rich cultural materials to promote

normal growth and to prepare adequately for the next stage of growth
(Weber,

1969, 48-49).
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TABLE

3

GOALS OF EARLY CHILDHOOD EDUCATION

PRIVATE KINDERGARTEN ERA (1880-1920)
1.
2.
3.
A.
5.
6.
7.
8.
9.

10.
11.

Peer group interaction
To learn place in their companionship
To learn wider social relations and their involved duties
Socialization
Spontaneity
Creativity
Play, highest form of activity
To learn virtue
To learn cooperation
To learn altruism
To learn truthfulness

Although Dewey agreed with Froebel that education should direct
the play experiences of the child toward effective, social living,

the secular scientific view of Dewey was at odds with Froebel' s idea-

listic, absolutist principles.

For Dewey, activities of the young

child must promote psychological continuity.

Without this, play could

only result "in mere amusement and not in educative growth (Weber, 1969,

51)."

One of the major issues causing controversy between the Froebelian's

and the Progressives was this change in methodology.

From the issues

found in the early kindergarten movement, it can be found that questions

concerning the nature of kindergarten splintered the movement.

Purposes

varied depending upon what group or groups needed support to justify
their belief or cause.

Goals fcr young children were diverse.

perscription and usage depended upon whether they were addressed

Their
to

affluent children or children of the "slums."
The writings of Dewey clearly provide, a distinct break with
the philosophical idealism of Froebel.

His writings provided clear

.
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directives for such leaders as Patty Smith Hill
and Alice Temple to

reform the kindergarten educational program.

Froebel’s program in

America had become teacher-directed providing only
a small opportunity
for peer-group interaction.

Dewey's emphasis was on social interaction.

The work-play period was introduced by the followers
of Dewey whereby
social interaction could be free and natural.

Early childhood leaders

of the progressive movement utilized the Ideas of child
interest,

active interaction, and cooperative measures as key words in forming
their curriculum design.

value for young children.

Social cooperation was emerging as a prime

Even though Dewey proposed a flexible program,

Patty Smith Hill used the newly directed liberty as a means in which

habits of self-direction and social cooperation could be formed.

combining Dewey's social interaction with

the.

By

concept of habit formation

taken from psychology, habits as goals soon became promoted in the edu-

cation of young children (Weber, 1970, 8-9).
The nursery school appeared upon the educational horizon during
the second decade of the twentieth century.

It is what Gesell called

the downward extension of kindergarten.
If the average child benefits by attending kindergarten at the
age of five, it is almost equally true that the average child
will benefit by attending pre-kindergarten or nursery school at
it is a natural development of education downthe age of three.
ward into a territory which before this has been unexplored
educationally, but in which exploration and experimentation are
now producing very beneficial results for the child (Cobb, 1928,
261 - 262 )

Modern psychology of this era caused a new intensive scientific study
of the child in the preschool years.

Psychologists discovered that

human personality and behavior patterns were formed from very early

—
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causes.

So it was felt that the preschool
years were the ideal time

to shape the character of the child.

Psychologists also felt that

the physical, mental, emotional, and
social habits were hard to change

after the preschool years.

In addition to these beliefs, they con-

cluded that the foundations of physical, intellectual,
and temperamental

development were formulated before the end of the fifth
year, and probably

earlier (Cobb, 1928, 262).

Gesell worte about the child's personality

make-up which consisted of numerous reflexes, associative memories,
habits, and the attitudes acquired by the child as a result of being

raised by personal beings (Cobb, 1928, 262).

For Gesell, if the mother

was the personal being responsible for the kind of character the child
develops, it was important that she understand child psychology, be

able to avoid forming wrong personality patterns, and know how to build
a healthy and normal personality.

TABLE

4

GOALS OF EARLY CHILDHOOD EDUCATION

PROGRESSIVE ERA (1920-1930)
1.

2.
3.
4.

5.
6.
7.

Freedom
Group play with other children
Molding character
Physical hygiene forming good physical habits
Forming good mental habits
Forming good emotional habits
Forming good social habits

—

Prior to this period, the emphasis had been on physical hygienethe forming of good physical habits in the child.

Then the emphasis

shifted to include mental hygiene and the forming of good mental,
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emotional, and social habits in the child.

Besides being an extension

downward of the kindergarten, the nursery school's
purpose shifted
to serve as a research establishment for the psychology
of the preschool

child and as a training school for actual mothers and for
prospective

mothers and teachers.

It was the aim of those involved in this new

scientific child-study, dealing educationally with children from the
age of three to five, to have it eventually become a part of the

school system (Cobb, 1928, 265).

Arnold Gesell's influence upon the 1930’s has been powerful.
Being a student of

Stanley Hall's, he supported Hall's fundamental

G.

assumption about genetically predetermined development.

Gesell's

major contribution to the scientific study of young children was the

charting of normative behavior patterns.

The purpose at Yale Clinic

was to direct research in the area of developing "norms of growth
(Weber, 1970, 14)."

This scientific study of behavior patterns soon

took on the assumption of predetermined unfoldment.

This assumption

became known, through Gesell, as the maturational theory.

Gesell

felt that the process of growth was too complicated to be trusted
to human manipulation.

Nature provides the essentials in the total

plan of development and only needs assistance from humans.

It was

only when the child was maturationally ready that human intervention

was acceptable.

Thus the concept of "readiness"

and utilized in early childhood education

— found

—whicn

was accepted

its roots in this

reasoning and in these basic assumptions.
J.

McKeen Cat tell and Henry H. Goddard were two psychologists
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interested in establishing mental testing.

Alfred Binet’s in France.

Their work was linked with

’’Intelligence came to be considered as

inherited capacity and, as such, essentially
fixed and immutable
(Weber,

1970, 14-15)."

With the development of norms of behavior and

the use of mental testing, a "science of education"
was built.

Data

were gathered based upon objective observations of overt
behavior.
Observations stressed quantitative and objective-motor performance,
sensory capacity, language attainment

— in

a segmented manner.

term "norm" became associated with "normal" behavior.

The

Early childhood

literature was besieged with the normative approach to viewing the
development of the child.

The data gathered in child development

were utilized in curricula by early childhood educators.
Early childhood education by the 1930’s had witnessed three

prominent influential psychologists.

Hall stressed the physical

and the emotional growth of the child; Dewey emphasized the importance
of social interaction, and Gesell's scientific research concerning norms

of growth focused upon the physical and social aspects of child deve-

lopment.

Because preschool educators utilized all the data of child

psychology, their curriculum reflected and emphasized the physical,
social, and emotional growth of young children.

During this same period in history, public support of day care,

which is different in nature than nursery schools, was established to
meet a national need.
work.

The depression era found many teachers out of

Dav care services were funded by the federal government in order

to find work for displaced teachers and not out of a national concern
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TABLE

5

GOALS OF EARLY CHILDHOOD EDUCATION
1930 ERA
1.
2

.

3.

4.
5.
6.
/.

8.

9.

10.

11
12

.

.

13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.

Play outside
Play indoor
Quiet play
Directed play
Formal physical exercise
Informal physical exercise
Training of routine habits: putting away equipment,
helping
serve
Self-help:
lacing shoes, buttoning clothes, hanging up wraps,
brushing teeth
Language, English language
Music
Rhy thins
Games
Motion songs
Songs
Gifts
Montessori materials
Expression and dramatics
Story-telling
Conservation
Nature study
Basic health habits
Prayer, devotion
Forming social habits
Forming mental habits
Forming emotional habits
Correction of difficult behavior problems
Exploration in art
Exploration in science
Good nutrition and rest

for children.

The 1930 White House Conference defines the term "Day Care"

as "an institution having one primary purpose

— namely,

the day care of

children who remain part of the family unit but who for social or

economic reasons cannot receive orginary parental care (WHC, 1930)."
There were three groups of children for whom organized care should be

provided (as recommended by the Committee on the Infant and Preschool

84

Child):

(1)

necessity;

children whose mothers needed employment
due to economic

(2)

children whose mothers were not under
economic pressure

but who sought employment for other
motives and

(3)

children in apart-

ments or other places not conducive to their
welfare.

The Committee

sought information on educational programs,
policies, and schedules by

replies from inquiry blanks and by direct:
observation made by investigators at a number of institutions.

Their investigation found that

day nurseries emphasized sleeping, eating, outside
play, and training
in routine habits.

The relief nursery schools gave approximately

equal emphasis to all activities.
piay

,

The nursery schools stressed outside

routine habits, social attitudes, language skills, and music.

There was iess stress on outside trips and the modification of home
activities.

The nursery school kindergarten's paralleled the nursery

schools in these respects.

The kindergarten emphasis was put on outside

play and training of routine habits.

Also there was more training

in social attitudes, language, music, and rhythms.

The kindergarten

is included here because it was then as it is now, not nationally en-

compassed as an integral part of public education.

Beside recom-

mending play in all its forms, language, social attitudes, the training
of routine habits, and a list of other goals, Froebel's "gifts" and

Montessori materials were recommended for usage.

The 1930 White

House Conference offered no rationale why these goals should be
included in

the.

preschool child's curriculum.

All that one can gather

from these recommendations is that these goals were operative in some
of the preschool programs they surveyed and possibly some that they

were using in their own particular programs.

They did take into

85

account the variation in approaches and instruction
where there was
agreement and disagreement in goals applied to the
curriculum.
goals extracted from the

Connp.it tee

'

s

The

recommendations appear to consist

of a composite of the total goals found in their
analysis of various

preschool programs.

From the data gathered by the investigators of

the WHC Committee, recommendations were given for agencies
under federal

auspices.

These recommendations most likely affected the policy-

making decisions concerning goals for preschool programs.

Also,

these recommendations urged other agencies involved with the care
of children to recognize the importance of education and training of
the young child.

During the thirties, Lane talked about what society has
right to expect and demand of schools.

a

By society. Lane means fathers

and mothers, citizens, and, in general, the "taxpayers (Lane, 1938,

13)."

What society expects of schools coincides with what the curriculum

a "good" Progressive nursery school of the thirties provided.

The ex-

periences provided for nursery school children fostered growth in good
social habits so that the children could become more self-reliant,
dependable, courteous, etc.

Lane strongly urged schools to formulate a

list of social habits which needed particular emphasis in that particular

school and community environment.

growth in fundamental skills

— those

Other experiences were to provide
skills necessary in daily life, to

provide the orientation of the child to the social world in which he
lives, to provide the acquisition of "our'

1

cultural heritage so that the

child can comprehend and assimilate the native music, art, literature.
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and cultural patterns, and to provide for the
development of the abilities

and talents of the individual child.

As Lane relates, the curriculum is

determined by the goals we set for children.

Thereby, children are

provided the experiences that will contribute effectively and
directly
to these, goals.

The thirties also showed concern for the individual child and

his socxe.l development and for building a more democratic citizen.

The literature reflects the controversy over the individualized project method and group project methods.

As Tippett (1937) and Miel (1939)

reviewed the controversy in their articles "Toward a More Democratic

Citizenship" and "Growth in Social Living through the Tools cf Learning,"
they favored outcomes of what democracy demands of its citizens

— that

the individuals who compose a democracy be aware not only of their own

abilities and advancements but also that they be aware of those things
that would advance the social order.

They advocated developing citizens

for the good of society, citizens who become sensitive and retain sen-

sitivity to the needs of others.
sibility

This was to be the teachers' respon-

.

Frogressivism did not define any prescribed curriculum, for
progress ivism was many movements and ideas all based on the acceptance
of an idea.

The idea was to reform and change society through the

schools and through education.

Even though progressivism' s impact

on the educational system was tremendous and even though changes

occurred in the school systems' curricula, teacher training, methods,
and philosophy, they could not come to terms on a rationale.

Some
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advocates urged that education play an active role in
reforms and
some demanded that the life of progressivism rested
on its emphasis
on the child and individual development (Vassar,
1965, 232).

Therefore,

the aims, objectives, and goals of progressivism were
fragmented.

For

young children involved in preschool programs of the thirties, their
development was more or less subject to the will of the teachers in
matters of planned curriculum.

The 1940 White House Conference was concerned with all children and not mainly emphasizing those children who were handicapped.

The Conference report gathered extensive information about the growing

conditions of American children.

Nevertheless the report was more of

a statement of principles rather than a call to action.

The recom-

mendations did not call for any innovative approaches or changes in
activities for children, but rather for supplementing, strengthening,
and improving the already existing activities so as to understand the

purposes more completely.

World War II found it necessary to include women into the
labor force in the war effort.

Day care became a national problem

which included the spectrum of social and economic classes.

The federal

government extended its diminishing depression nursery schools into
day care centers for this national emergency.

These day care centers

at their peak enrolled 1.6 million children (Lazar and Rosenberg,

1971, 61).

The majority of these children were enrolled in programs

that provided only custodial care, meaning that children were pro-

vided a safe environment, supervised play, some food and little, if
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TABLE

6

GOALS OF EARLY CHILDHOOD EDUCATION
1940 ERA
1.
2.
3.

4.
5.
6.
7.
8.
9.

10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.

Enriched learning environment
Enriched recreational environment
Custodial and protective care
Learn English language
Adapt to American culture
Spontaneous free play
Self-activity
Motor expression
Social cooperation
Self-respect
Self-reliance
Respect for others
Cooperative attitude
Religious development
Ethical values
Mental development
Fhysical development
Manipulative skills
Cognitive skills
Story-telling
Music
Development of vocabulary and rhythmic sense
Outdoor play balanced by rest
Programmed instruction
Organized play
Character development experiences

any educational activities.

There were some exceptions, such as the

Kaiser Day Care Program in Portland, Oregon.

This Program offered

extensive comprehensive services which included an educational component,
a home food service,

child care pamphlets regarding nutrition, sani-

tation, and educational and psychological child development.

These

rarities in good day care programs probably can be attributed only to
the directors in charge and to the amount of funds contributed to

these facilities.

As Lazar and Rosenberg state about the Kaiser program,
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"It was an expensive program but the labor
needs of the war effort

were over-riding (Lazar and Rosenberg, 1971, 78)."

This Program exempli-

fies what the nation is able to do for children, but
more often than

not does not do.

The decade of the forties was also characterized by

the influences of the 2930's.

The notion became prevalent that early

childhood experiences have lasting effects, that how behavior problems
ste handled at inis Si_age of development has bearing on tomorrow’s
adult.

Dui ing these early formative years, the child possesses depen-

dency upon the adult, his world is self-centered, but at the same
time he is merging as an independent personality and acquiring capa-

bilities of understanding the world of others.

Once words become

symbolic of experience, the child is able to pull these experiences
together, thereby forming a sequence of ideas (Biber, 1941, 73).

Even though the

terra

"cognitive" did not appear widely in the literature,

the influences of the forties were mainly directed toward the child's

psychosocial development

—a

healthy, well-adjusted personality.

Freud

and Erikson heavily influenced both early childhood educators and also,
to a lesser degree, researchers in the various forms cf development

such as trust, autonomy, and the acquisition of effective social skills
(Akers, 1972, 3).

were avoided.

Intellectual capabilities in the child's development

There was reluctance upon the part of early childhood

educators to initiate any type of intellectual programming or learning
but, instead,

supported the notion that young children should be left to learn
only those things for which they have a particular oent as shown
by their natural interest. Many nursery schools reflecting this
but
point of view may have had elaborately inviting environments,
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teachers were admonished to allow the child to set his own pace
and make his own choices in activities and seldom interfere
(Akers, 1972, 3).

Akers claims that educators were still holding on to the myth that
no child was ready to read until the age of six and that public schools

exhibited little concern for the preschool child.

Public schools

viewed learning and reading as synonomous and were, therefore, content
to leave the child in his present stage of development, until he

— reading.

was ready for their formal learning program

The Midcentury White House Conference on Children and Ycuth
(1950)

sets the division line of this study.

Developments prior to

the 1950 ’s can be considered the historical antecedents of today's

early childhood education.

This division provides the necessary

framework for comparison of goal statements to be discussed in Chapter V.
It is also a logical point of departure because it demarcates the

period of increasing emphasis on cognitive development in the education
of young children.

Policy making for the education of young children has been

associated with the VThite House Conferences.

The Midcentury Con-

ference focused on how to develop mental, emotional, and spiritual

qualities in children that were essential to their individual happiness
and to responsible citizenship.

In the findings of the Committee

to the primary
on Infancy and Early Childhood, a statement was addressed

goal in educating children.

The goal was to prepare children to face

the world realistically and constructively.

The Committee also felt

in the field of child
that there was a need to gain more knowledge

91

development so that child care practices could be based increasingly
on
sound principles.

Prom the total population of this Committee, the

majority believed that nursery school experiences should be provided
for

young children.

The minority portion of this group opposed the universal

extension of formalized education to the pre-kindergarten children.

Although they recognized the need for supervised nursery schools, they
felt that no supplementary services should draw from the emphasis on

home life and family relationships.

relationships were

the.

They felt that the home and family

first important factor in shaping the personality

of children in this age group.

It was also thought that any

interference

with family life was not productive for a healthy personality.

As the

fifties Conference shyed away from educational programs for the young
child, so did others involved in early childhood education.

Frank wrote about the emergence of the human personality, that
it is a cumulative process,

step in development.

runabout be a runabout

that each stage gives way to the next

He argued for letting the preschool child

..."

(Frank, 1959, 21).

"...

He was against

academic work in nursery school because this would be robbing the child
of his childhood.

Christensen et al (1958) were concerned about the

pressures to achieve which were put on children from many sources.
They felt that this pressure could cause serious damage to the child's

personality.

Other writers of the fifties were concerned with emo-

tional education:
to develop,

Axline maintained that in order for social maturity

fortification from within the child must be developed so that

he can meet the challenges of his world.
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TABLE

7

GOALS OF EARLY CHILDHOOD EDUCATION
1950 ERA
1.
2.
3.

4,
5.
6.
7.
8.

9.

10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.

Promote health
Promote physical growth
Promote motor development
Increase independence
Increase feelings of security, with adults, with other
children, in a variety of situations
Increase understanding of self and acceptance of reality
Increase liking for others and understanding of their needs
Increase ability to handle emotions constructively
Extend and enrich avenues of self-expression in art, music,
rhythm, language
Extend and enrich understanding of the world
Develop initiative
Develop imagination
Cooperative living
Opportunity to create
Encourage curiosity
Mental, development
Spiritual development
Responsible citizenship
Health development
Pride in workmanship
Happiness
Parent participation

Just as these writers were proponents for the continuation
of affective and social development of the child, others were ex-

periencing a new surge in cognitive child development.

In the late

fifties, the range of persons interested in this new aspect of development, the cognitive, was immense.

Akers feels that it is unwise

responsibilities
to try to identify any particular person or group
for this new focus of child development.

Akers quotes one of the

areas previously
earlier statements made by Martin concerning one of the

overlooked in the child's development:

"The one characteristic that
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once was thought to be unique in man, that is, the fact
that he has
a mind and he has capacity for thought

.

.

.

(Akers, 1972, 4)."

childhood educators were rediscovering the child's mind.

Early

During

the earlier decades concerns with intellectual development of the

child were examined by Montessori, Gesell, and even Piaget of whom

Gesell speaks in his early works.
1

he stage was ripe for a further downward push in the academic

approach to education of the young children.

provoking era for the United States.
Russians.
lacking.

The fifties was a thought-

Sputnik was launched by the

Americans believed that their educational systems were

With Americans looking for solutions to their dilemma of not

being equipped scientifically to match the success of Russia, the
1960 's offered a new perspective.
7

Along with such studies as Bloom,

Hunt, and Bruner, a ray of hope was offered.

The public believed the

solution to the problem would be to start formal education at an earlier
age.

From Bloom's study, the results showed that by age nine, 50 per

cent of a person's general achievement pattern at age eighteen had been

developed.

Bloom's study further solidified the new approach of Hunt’s

studies which attacked the concept of a fixed intelligence and showed
that development including intelligence was modifiable.

The first four

years of life were the most critical in a child's intellectual development, Bloom concluded.

position of Bruner’s.

Added to Bloom's and Hunt's studies was the
He maintained, "The foundations for any subject

5).
may be taught to anybody at any age in some form (Akers, 1972,

education for the
This point crystalized the new approach to formalized
preschc-ol child.
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The concerns of the Golden Anniversary White House Conference
on Children and Youth (1950) still were the insurance of a healthy
and
safe environment for all children.

The Conference still looked to

the family as the prime developer of values, freedom, initiative,

and self-discipline.

But they also felt that the quality of family

relationships affected the development of the child’s potential.
Specifically in the area of child development respective to programs
for the young,

the Conference sought, to promote the best alternative

methods for a healthy, happy development and the development of self-

reliance through spontaneous activities.

Regarding programs for

education and supervised play, it was felt that these aspects should
be guided rather than taught with emphasis on stimulating intellectual
curiosity, developing creativity, and fostering critical thinking.
For the first time in White House Conference history the term "in-

tellectual" was used regarding the cognitive capabilities in the child's
development.
of experts.

The White House Conferences consisted of a wide variety

These experts would return to their own respective in-

volvements, undoubtedly carrying with them the results of their com-

mittee findings.

Thus, it is plausible to believe that intellectual

development would be emphasized in numerous programs for preschool
children.

When the "War on Poverty" was announced by President Johnson
early childand Project Head Start was launched, child psychologists,

ready to
hood educators, and pediatricians were enthusiastic and

development.
respond to the challenge of fostering intellectual

In
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order to facilitate this pioneering endeavor, unprecedented federal
funds were provided.

Besides funds being available from Project

Head Start, even larger funds for compensatory programs were available
through various titles of the Elementary and Secondary Education
Act.

Across the nation, centers for research and development were

being established, including the National Laboratory on Early Childhood with its university-centered components (Akers, 1972).

The

Congressional Hearings of 1969 brought out the difficulty of evaluating
the effectiveness of early education programs.

Dr.

Sheldon White (1969)

expressed his hope for the future in providing programs of research
and development activities that could place early education on a mere

stable base.

Because Head Start shewed only marginal gains in

a

national study, White’s concerns were with the lack of tested and
accurate prototypical programs that could secure lasting results for

disadvantaged children.

Concerning the diversity of approaches to preschool

programs for inner-city children, White maintains that

"...

without

a definite model or models to give to its component centers, Head Start

has come to serve as the corporate name for a miscellany of reasonable
but ad hoc approaches to preschool education (White, 1969, 46)."

His

solution to the vast energies and time that had been wasted was to
build
consolidate companion research and development efforts in order to
a more effective kind of program.

There was also confusion in the sixties as to what
and "education" meant in preschool programs.

development

Jule Sugarman brought

development meant, activities
out at the 1969 Hearing the point that

96

TABLE

8

GOALS OF EARLY CHILDHOOD EDUCATION
1960 ERA
1

.

2

.

3.

4.
3.
6.
7.
8.
9.

10
11
12

.
.

.

13.
14.
15.
16.
17.
18.
19.
20
21
22
23.
24.
25.
26.
27.
.

.

.

28.
29.
30.
31.

Improve physical health and abilities
Emotional development
Social development
Self-confidence
Spontaneity
Curiosity
Self-discipline
Establish patterns and expectations of success
Increase ability to relate positively to family and others
(and family to child
Developing a responsible attitude toward society (and family)
Increase sense of dignity and self-worth (and within the family)
Language development structure language
Concept formulation
To work and play cooperatively
To work independently
To share ideas and materials
Sensory education
Intellectual development
Motivational development
Cognitive development
Growing independence
Preparation for regular school years
Awareness of needs and strengths
Development of moral, spiritual, and domestic values
Development of full potential
A safe and healthy environment
Opportunities for free association with persons of different
ages, color, creed, economic or social situations
Exposure to creative and performing arts
Guided supervised play
Developing creativity
Promote critical thinking

—

affective
designed to improve the child's functioning in cognitive,
others
motivational, self-image, emotional and social areas, while
are others who restrict
use education to mean the same thing, yet there

(Sugarman, 1969, 81).
it in practice to improving cognitive skills

themselves to the need
There were those at the Hearings who addressed
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of a comprehensive program for young children.

scientist. Dr. Urie Bronfenbrenner

,

Being a behavioral

concerned with the study of

socialization which is the process of making human beings human,
is seriously concerned with the evidence that

"...

the process

of making human beings human is breaking down in American society

(Bronfenbrenner, 1969, 146)."

He believes that if intervention

programs are to provide lasting effects, such programs should first
not try to change the child, but to change the child's environment.

Included with this aspect of Bronfenbrenner

'

s

thoughts are his con-

cerns of programs which evaluate only the measurable parts of a

child's development

— his

IQ and cognitive skills.

He feels that they

fail to take into account the child's motivational, emotional, and

social factors which could be more

"...

relevant to the child’s

capacity to maintain and enhance his level of function after termi-

nation of the program (Bronfenbrenner, 1969, 154)."

In the same

Hearing, Dr. Jerome Bruner spoke for diversity in programs for pre-

school children.

He felt that since experimentation was in its

early stages, diversity in child care programs was of value.

His

fear was that requirements set up in this comprehensive child care act

would lead to standard patterns.

In order to study the progress

of day care services, he felt guidelines should be constantly pre-

pared and renewed in order that practices could be improved (Bruner,
1969 , 817).
advocates
The concerns of the sixties found many early childhood

focusing on the needs of the disadvantaged.

There was a lack of proto-
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types for usage; many programs delved into various aspects of
the

child

s

development.

Some early childhood advocates sought continuity

in programs designed for preschool children.

There was also emphasis

placed on diversity in programming in order not to feel tied to a

particular pattern or approach in educating the young child.

The White

House Conference of 1960 felt that education programs for young children should be guided and not taught.

The emphasis should be on

stimulating intellectual curiosity, developing creativity, and pro-

moting critical thinking.

Without a doubt, the commencement of the

task concerning the nature of the child's learning process was in
full force.

Now that we are in the early part of the 1970's, programs for
early childhood education are numerous.

Many of these programs focus

upon the "disadvantaged," each seeking to develop
or attribute.

a

particular skill

The areas most emphasized are intellectual development,

cognitive development, language development, and the development of a

positive self-concept.

Of course there are a vast number of goals

described in this decade as can be seen in Table

TABLE

9.

9

GOALS OF EARLY CHILDHOOD EDUCATION
1970 ERA
1.
2.
3.

4.
5.

Develop strong healthy identities
Participate in decision-making processes
Positive self-concept
Physical affective learning (dealing with feelings, imagination, and appreciation of what the body can do)
Teaching of values

—
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TABLE
6.
7.
8.

9.

10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.

29.
30.
31.
32.
33.
34.
35.
36.

37.
38.
39.
40.
41.
42.
43.
44.
45.

46.
47.
48.

9

Continued

Develop critical faculties
Cognitive development
Aesthetic development
Motor development
Affective development
Intellectual development
Emotional development
Physical development
Develop respect for the dignity of all work
Provide occupational awareness
Develop creative thinking and productivity
Develop coping techniques
Develop adjustive mechanisms
Develop value formation
Attitude development
Reinstate the emphasis on spiritual and moral development
Health education (comprehensive child health care program)
Self-esteem
Safe play
Stimulating experiences
Involvement with people
A safe and healthy environment
Promote interaction between parents and children and children
of different ages
Develop social attitudes
Develop individual ability
Develop imagination
Develop independence
Bilingual-bicultural growth
Parental involvement
Goal seeking and problem solving
Periods of individual interaction between one adult and
one child
Periods of solitary activity for those needing such time
Linkage of preschool programs with the first few grades of
public schools
Positive attitude toward learning
Literacy (reading and writing)
Curiosity and commitment
Imagination and sense of humor
Ability to challenge ideas
Openness to change
operations
Growth in development in handling of arithmetic
exclusively
Development of language skills (including but not
formation)
vocabulary and sentence
Growth in reading skills
Sensory development

—
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TABLE
49.
50.
51.
52.
53.
54.
55.
56.
57.
58.
59.
60.
61.

62.
63.
64.
65.
66.
67.
68.

9

Continued

Increase concept development
Respect for self
Respect for others
Learn about himself and his surroundings
The ability to note discrepancies
The ability to deal with abstractions
The ability to take the point of view of someone else
The ability to make interesting associations
The ability to plan and carry-out multi-stepped activities
The ability to use resources effectively
The ability to attend to a task and still be aware of other
activities
The ability to solve a variety of problems, i.e., personal
problems and problems involving other people
The ability to get and maintain the attention of adults in
socially acceptable ways
Use adults as resources
Express both affection and hostility to adults and peers
Lead and follow peers
Compete with peers
Periods of active play with adults and other children
Periods of rest
Develop self-help skills

The 1970 Hearings were concerned not only with comprehensive services for

young children:

John Niemeyer, President of Bank Street College, sought

bills to include services for families as well as funds for staff

training and the training of community groups who would run day care
centers (Niemeyer, 1971, 154-158).

Maurien McKinley and Evelyn Moore

of the Black Child Development Institute spoke on the issue of building

institutions to meet the needs of Black families and Black children, xor
racism.
they feel that the existing institutions are the prime movers of

context
They find public policies defining the Black child in a deficit

and "designing programs for the Black child that are
and that will presumably give him a 'head start

compensatory,

(McKinley, 1971, 366).

if the Black child is
Miss Moore feels that there is no way but downhill
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constantly presented as

"

.

.

.

having language deficits, auditory

defects, perceptual deficits, lack of fear in the home (Moore,
1971,
369)

.

She speaks out against White researchers prescribing for Black

children.

She feels there are some researchers who want to do away with

aggressions in children who are hyperactive because the findings show
that many of these children happen to be Black.

aggression in a White child to be
of leadership potential.

"...

Research often finds

interpreted as self-assertion

But when vievzed in the context of Black chil-

dren, he is hostile, he is negative (Moore, 1971, 369)."

Miss Moore cites

other examples of the researchers assumptions pertaining to Black children
and their contrasted indications for White children.
is essential and she believes in its usefulness,

ment Institute could not support efforts that
in the belief that

the.

Although research

the Black Child Develop-

"...

perpetuate racism

Black children are inferior (Moore, 1971, 369)."

The institute urged for the Bill (Comprehensive Child Development Act
of 1971) to specify ethnic representation and certain kinds of empower-

ment that this group would possess.

Even though Miss Moore was not speaking

directly about goals, she was addressing her apprehensions concerning those
vrho

influence the decisions for Black children.

The hearings of the

seventies produced a vast number of witnesses to testify to the worth
of such bills being put into law, to discuss supplements to certain

parts of the bills, and to gather the advice and expertise of the

various interested individuals or groups involved with child care.
comprehensive
The Child Care Hearings emphasized program goals, mainly
but with special
child development program services to all children,
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emphasis on economically disadvantaged
children and for children of

working mothers and single parent families.

Comprehensive programs not

only include an educational component,
but also provide other services
for preschool children that indicate the
interest in the total development

of the young child rather than segmented
parts of the child.

There is

the Education Commission of the States Task
Force on Early Childhood

Education which developed an implementation program
for early childhood development alternatives with numerous goals
for children.

They

listed scores of objectives under the areas of intellectual
development,

cognitive development, social skills, and a healthy self-concept
(Educational Programs, Goals for Children, 1971, 324).

Intellectual develop-

ment is the first stressed goal in the forum on early childhood in the
1970 White House Conference on Children, along with the standard con-

cerns of emotional, physical, and social development.
In Chapter I, it was stated that our goals for preschool children

are often broad and general, without well-defined aims or objectives.

Forum

8 of

the 1970 White House Conference expressed in their recom-

mendations a need for defining goals.

They recommended that there should

be established at every level of government a permanent commission on

educational goals made up of representative teachers, students, and parents.
The forum feels that this "commission and its staff should serve as an

educational ombudsman to assess and redress the educational grievances
of students, parents, and teachers (WHC Confronting Myths of Education,

1970, 138).

Some advocates have warned against forming goals that could

be used as educational patterns and practices for fear that they will

become too broad (to satisfy all concerned), mediocre
(not doing any more
than has been done in the past), or that goals may
become another form
of custodial care.

Our influences of the late sixties and early seventies
have

been inspired by Bloom, Hunt, and Bruner.

It is no wonder that the

majority of programs today are concerned primarily with intellectual
development and how the new knowledge gained in this area can increase
the IQ of the child.

One of the key elements for funding experimental

projects by the federal government was this new interest in increasing
the IQ.

Presently, goals for young children contain this "new" emphasis
on intellectual development.

Various projects and research laboratories

are competing for the superiority of their approach over others.

This

competition only adds to the dilemma for those working in the field of
early childhood education when they must decide which program is best

suited or not suited to their particular program.

Even though the seventies emphasize intellectual development,

other goals are also being articulated.

The similarities and difference

in our goals for young children can best be looked at by summarizing

the comparative concerns of historical and contemporary times.

—

.

CHAPTER V

SUMMARIZATION OF SIMILAR AND DISSIMILAR GOALS
The purpose of this section of Chapter V is to examine and

discuss the goal statements that have been articulated in historical
and contemporary times.

There is no attempt to evaluate these goals

or to give credit to one era as opposed to another.

The Chapter

addresses the emphasis placed upon the child's interest, growth, and

development
When looking at the trends in early childhood education, we
can make a definite distinction in four different areas of development

physical, social, emotional, and intellectual.

Of these four areas,

there are three in which goals for preschool children have remained
constant throughout historical and contemporary times.
physical, social, and emotional development.

They are the

The emphasis has been

placed differently depending upon the situation and the groups of

children involved.
When the first wave of immigrants came to America in the late
1800 's, reformists sought such goals for preschool children as cleanliness, health standards, proper behavior, and the English language.

They thought that these goals would spill over into the home and some-

how transform the "dingy, dirty" environment of the slums and make
parents into becoming more responsible to their children and to the

"American way" of life.

s
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The different views of early childhood education
advocates is
revealed in an analysis of what has been meant by
stressing the physical

development of children.

In the late 1800’s, reformists, settlement

workers, and philanthropists were concerned with the physical
hygiene of
children.

They sought in their endeavors to bring children into a kinder-

garten environment that was clean, bright, and cheerful; a place that
was
decorated with flowers.

They would also take the children and bathe them.

This was done with the assumption that the children would prefer this

environment to their existing home environment and would, therefore,
impress upon their parents the need to clean up their tenement homes.
In private kindergartens, in response to the needs of children of

affluent families, physical hygiene was not overly stressed.

Educators

felt that the children from homes of "refinement” and "culture" would

receive and partake in such areas.

Private kindergarten advocates

followed Hall's advice on the need for freedom and free play in order
to promote normal growth.

During the years between 1930 and 1950, the physical development
of the child was only of general concern.

The 1930 White House Con-

ference on children focused on the health and protection of the child.
The terms, formal physical exercise and informal exercise, suggest that
the goals of that era reflect a more intense effort to promote physical

development.

For the most part, physical development including physical

hygiene during the 30 's through the 50'

has meant a routine health

inspection in the mornings, the training of basic health habits, and
routine outdoor exercise.
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Presently, there are still many preschool programs that provide
the same type of physical development goals as the past described.
If you look at goals, you will find little change over the years, yet,

you know there is different emphasis.
With the federal government’s renewed interest in early childhood

education and the conditions of the poor, we currently view the physical

well being of the child in a different manner.

Of course our concern

in this area still involves children from economically deprived families
as did the earlier years of immigration.

Head Start and day care pro-

grams sponsored by the federal government not only provide health care

services but also follow-up services.

The emphasis now involves a more

in-depth and total look at the health care of the child than the years

prior to the fifties, where the basic health habits of cleanliness of
the child was a major concern of the reformists and other advocates

working with children of the poor.
The physical well-being of children is now related to their ability
to do well in school.

Children are screened for visual, auditory and

other physical impediments which might impair their health or their

performance in a school setting.

Parents are urged to take part in

Head Statt programs and are advised on the different health service
agencies that are available to their children and to themselves.

Another area where goals for development have remained constant
throughout the years is socialization.

Reformists viewed the sociali-

in terms of the
zation of the immigrant children and their families

culture.
urgent need for rapid assimilation into the American

The kinder-
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garten for the settlement worker and the philanthropist
was not only
to bring order to the child’s life, but also to
filter into the home

and bring order to the families’ way of living, thus
transforming the

entire neighborhood into acquiring standards held by middle-class
citizens.

Eventually, reformists felt that this intervention would pave

the way tor orderly public school experience.
For the private kindergarten, play was considered the highest

form of activity.
were stressed.

Socialization, spontaneity, creativity, and play

Socialization included such behaviors as cooperation

and altruism.

Under the broad heading of socialization, we use the term play
as a means of achieving many objectives.

Through play the child would learn

socialization, cooperation, developing language, dramatics, and at the
same time receive enough physical exercise in order to develop motor

skills necessary for development.

Because play was the most ordered

form of child activity prior to the 1950’s, other forms of behavior were

incorporated under this title.

As noted in Table V of Chapter IV under

the year 1930, play in all of its forms was stressed during the early

years.

Today, through play the child is gaining many experiences and

expressing new found ideas, plus reinforcing known information.

Manufac-

turers of children’s toys and games have even caught on to the idea of

producing educational materials that children can learn from wriile they
are engaged in the activity of play.

Presently, we still use play to incorporate such objectives as
and
cooperation, motor development, interaction with peers and adults,
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dramatic play, as we did prior to the fifties.

But with the influx of

many preschool programs doing research on different
skills and abilities

inner-city chi] dr an should possess, some advocates
have played down the
social development of the child, for cognitive development.

Thus some

programs such as the Montessori one-hour nursery-mat program
eliminates
the so-called "frills" and concentrates the activities of
children in
a

prepared environment (Pitcher, 1968, 93).

Other programs like that

of Berieter-Englemann show little interest in play and place more emphasis
on the structured approach to language development and other public school

related subjects.

Some Head Start advocates as well as other early child-

hood educators feel that the play of the child is considered as work.
In general early childhood practitioners have for the most part

shared an interest for the child's emotional development.

ception of nursery schools in the 1920

's

Since the in-

interest in the child acquiring

self-respect, self-reliance, respect for others, independence, and

moral and spiritual values has remained constant.

Yet, today a definite

concern of many advocates is towards emphasizing the self-concept of the

"disadvantaged" child.

By providing the atmosphere and environment whereby

children feel comfortable with their cultural heritage alleviates the
previous pressures of assimilating to the "American" culture.

Whereas

previously the interest was on the acquisition of American cultural heritage,
which supported the myth of the "melting pot" theory.

I

must add here that

this new emphasis on the self-concept of the disadvantaged can be wit-

nessed in some federally sponsored programs and is not indicative of all
programs which involve minority' children.
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A term that is being used in the literature moot
frequently over
the past decade is that of intellectual development.

Interest in the

intellectual development of the young child is not new but has been
"rekindled" in view of the research done by Bloom, Hunt, and Bruner.

When Gesell wrote about "norms" in a child's development, he
was suggesting that these kinds of behavior tended to occur at specific
ages.

Because of the organization of Gesell' s work into "ages and

stages" this implied that maturation was an orderly and fixed process.
It was also assumed that intellectual growth took place under this

dominating belief.

This belief in maturation as an orderly and fixed

process provided some support for the measurement movement.

Cattell and Goddard were two psychologists who brought from

France the idea of fixed intelligence and were concerned with developing

mental testing.

The idea of intelligence was soon considered to be an

"inherited capacity," therefore, it was fixed and immutable.

In an effort

to establish a "science of education," the development of norms of

behavior and mental testing s-emed to be an appropriate extension.
In order to gather the data, observations were made of the child's

overt behavior and measured by behavioral manifestations.

Since the

data was gathered from different, age groups and applied to specific
age levels, certain behavioral patterns and abilities were expected.

What was considered to be norms of behavior often was misconceived
and equated with the term "normal" behavior.

Parents were more or less

this
urged by psychologists into a "hands off" policy and to wait for

orderly development to evolve.
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The question arises as to what was the nature of the
population

studied from which norms were derived.

Gesell's population of the Yale

Clinic was children of high average or superior intelligence
as Weber
(1970) states in her book, besides coming from homes of "good or high

socio-economic status."
demic world

arid

These children one could say were of the aca-

probably many of the ocher child-study institutes that

formulated as part of other universities involved in the search for normative data selected the same type of population.

The normative approach

to behavior patterns was so powerful that environmental circumstances were

dismissed.

Thus, the literature showed a speedy response to implementing

the normative approach in viewing the development of the child.

Intel-

lectual development during this period was considered to be predetermined.

A child's genetic heritage determined his intelligence.
immutable.

It was fixed and

My assumption gathered from this predetermined approach to

the child's developmental patterns, is that it provides a vast latitude

for advocates to make certain judgements.

By dismissing the various

innate environmental circumstances of different groups of people, the
standards of what is "normal" rather than "norm" has been placed upon
all children even though the data gathered was from a population of

selected high socio-economic status.
Our past involvements with the child's intelligence has been no

more than what we thought the child could handle according to his stage
of development.

intelligence.

There are those who contested the views of predetermined
They have demonstrated that environmental influences play

an important part in the child's development.

Bloom, Hunt, and Bruner

Ill

opened new insights to the measurement of intelligence.

It could be

said, that they brought national recognition to the
fact that intelligence
is not "fixed."

Some have repudiated this contention long before
Bloom

and all brought this into national acclaim.
the Skeels and Dye study of 1939.)

(This can be evidenced in

Even though early childhood advocates

are interested in developing the preschool child’s intelligence,
the

emphasis has been placed on disadvantaged children, whom they feel will
be able to enter school on an equal basis with their more fortunate peers
after participating in a preschool program designed to raise their IQ
level.

With the advent of federal funds to provide preschool programs

for the disadvantaged, funds were also released to research thelearning

"defects" of disadvantaged children.

These researchers could be considered

reformists out to dispell the belief of "fixed" intelligence.

Many sought

an avenue that would increase the IQ of disadvantaged children, so that

they could enter school on an equal basis with their more fortunate peers.

Program evaluations showed that the gains Head Start children made during
the first few grades in school were not sustained.

Thus, the short-

term crash programs seem to lack a lasting influence, in terms of school-

related behavior.

The implementation of Project Follow Through was put

into operation, so that further environmental planning would provide a

more sustained pattern of early gains made by Head Start children.

Cur-

rently, there is a tendency to fall back to a pre-determinist position.

At this point, one might consider a word of caution concerning

compensatory programs and intelligence.

We can recognize the pitfalls

intelligence.
in believing in total genetic inheritance as it relates to
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We must also recognize the pitfalls in only environmental
influences being
capable of making quick advances in raising the child's IQ.

Both views

can only hinder the progress of understanding the nature
of intelligence.

Therefore, a better understanding of the integration of both
influence can

only enhance our knowledge and provide us with better resources for
edu-

cating children.

Another area under intellectual development, is that of language
development.

Throughout early childhood education programs, there is

agreement that language plays an important part in the child’s development

Even though there is agreement on this aspect, the emphasis has been
applied differently to various groups of children.

At first, reformists were concentrating on ameliorating the languages spoken by the immigrants and developing a proficiency in the

English language.

For children from affluent families, language deve-

lopment served to enhance, to build upon, and to provide proficiency
in communication.

Today we also encourage language to build vocabulary

and to relate to others.

With the renewed interest in the disadvantaged,

the approach of many programs is to ameliorate the language spoken by

different cultural groups represented under the term "disadvantaged."
This emphasis among many early childhood educators is done with the

assumption that by alleviating language "defects" and by providing disadvantaged children with "standard" English, they will have a better
chance for public school success.
Currently, cognitive development appears to be uppermost in the

minds of most early childhood specialists.

Although there was reference

.
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to the child's cognitive skills being employed during the
1940's, it is

my impression from the literature of this decade that its
mention only

represented an isolated instance.
ability,

I

When we speak of the child’s cognitive

considered that we are addressing ourselves to the "process"

of learning and not necessarily confining it to the child's intellectual

capacity

There are other areas of similar goals that do not call for a
comparison between the past and present, but are deserving of recognition

because of their long-standing in the preschool program.

They consist

of enriched learning environment, music, field trips, spiritual develop-

ment, and the training of routine habits.

Again, I must stress that even

though these goals were consistent, they did not apply to all children.

Specifically, these goals applied to middle and upper-class children.
The areas of dissimilar goals for preschool children between the

past and present are few, if any.

They may more or less reflect the emphasis

of purpose employed by different early childhood educators.

The application

of Froebel's "gifts" no longer are a part of the preschool program.

Montessori materials were used for a brief period in the 1920's and
early thirties, but soon were discontinued.

This was mainly due to the

fact that her methods were considered too theoretical for many teachers.

Teachers desired something more practical.

There are more preschool

programs using Montessori materials today than previously.
the Montessori materials were used for Roman slum children.

Originally,
This new

preschool
didacted pedagogy was used for the more affluent children in

programs in America.

It was not until the recent interest in intellectual

.
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development that Montessori schools reappeared, again directed
to chil-

dren from affluent homes who could afford the high cost.

There are some

experimental research programs using the Montessori method for innercity children.

Goal statements for preschool programs have not remained constant

since the inception of early childhood education programs.

We are now

clearly able to see that different parts of the physical, social, emotional,
and intellectual development of the child has been stressed in different

periods in time.

This comparison of similar and dissimilar goals for

young children provides us with the knowledge that we have only "rekindled"
our interest in certain developmental areas.

It should call attention

to the fact: that we are constantly segmenting the child's development,

rather than looking toward the total development of the child.

We are

expressing more behavioral objectives today for the preschool child than
Although the goals may remain the same, the emphasis they

ever before.

our belief about the nature of human development

receive reflect:

(1)

and learning;

our social economical, and political climate; and

(2)

(3)

our reformist zeal.

Reflections
There are several areas in early childhood education that seem
to stand out more than others.

In preschool programs.

The first concerns the advocates involved

Advocates during the early years of preschool

believe.
programs often read into programs what they wanted to

They

drawn from various
also incorporated into their programs other ideas

resources

approach
Although Elizabeth Peabody believed in the Froebelian
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she stressed the religious and spiritual side of
education.

Harris believed

that the child must be educated in correct habits and
intellectually

have a correct view of the world.

Even though the Froebelian approach

was accepted, it was found that different advocates used their
methods
in conjunction with their own ideologies.

The most striking occur—

ranee of this intention was that standards were being set by the advocates influence.
It is seen in the earlier advocates of the Froebelian principles

in America the desire to build the learning process around the nature
of the child

— the

development of creative self-activity.

The Progres-

sives rejected Froebel's use of symbolism, the logical sequence of
gifts, and the lack of self-determined purpose in the child's play.

The

introduction of new materials by the Progressives sought to cultivate
a free social interaction among children.
I found that the concerns of settlement workers,

social reformers,

and philanthropists did not readily match their colleagues who exposed
to their preschoolers, creativity, spontaneity, and social interaction

among their peer groups.
century

— in

In Massachusetts during the late nineteenth

the immigrant ghetto

as synonomous.

— poverty

and immigrants were viewed

The social problems of the city were viewed more intensely

and with more publicity than before.

There was the belief that by

reorganizing the environment in which the poor lived, disease,
disrupted families could be eradicated.

At the same

tj.me,

v.

ant,

and

the urb<m

child's welfare became the center of various reform movements.

Some

among children
charity workers felt that their major focus was on "labor

.
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it was their intention to bring some brightness into
their dreary lives

by providing these children with books, games, and pictures.
not hold the same view of poverty.

Others did

Some educators found the attitudes

and goals of social welfare movement more suited to their beliefs.

They

believed that the horrors of the slums and a healthy family life could not
exist together.

Tney felt that the overcrowded, unsanitary tenements was

the breeding ground for evil, destruction of the child, and ultimately
of society itself.

Many educational leaders between 1880 and 1900 were expressing
their views concerning the urban child.

These views address themselves

to the problem that the kindergarten was the earliest opportunity to "catch*

different ethnic children of the urban poor and "Americanize" them.

Some

even recommended taking the child from its mother as soon as it could
walk.

Their concerns were with the children of the poor, but their aim

was the elevation of the home.

Although their intentions were well meant

in many cases, their emphasis was on social amelioration using the kinder-

garten as an institution and the child as an agent to perform their

objectives
Both groups used socialization, but the emphasis was different.

For the Progressives, socialization meant working well with their peers,

learning the mores of society, and ultimately finding their place among
society.

As for the reformists, socialization meant acquiring new habits

the
and ways that promoted the "American way," therefore, by socializing

the
child, the child would transmit his newly found attitudes into

family.

Progressive
The kindergarten movement in the early stages of the

1
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era showed without a doubt, two distinct features:

the formulation of

a new child natured pedagogy and reformists formulating schools
as a

tool to eradicate the urban ills.
At the close of the philanthropist era, when the kindergarten

was incorporated into the public school system, the public school enlarged
its role in public responsibilities.

garten involved two areas:

The acceptance of the kinder-

one involving the responsibility of social

reform, and the other, early childhood education as that qualification
that would predict future success in school.

Private nurseries, preschool programs of universities and colleges
and depression nursery schools were able to capitalize on the findings
of Gesell during the thirties.

But it must be remembered that the progress

made from Gesell' s scientific research was formulated from middle and upper
class children.

The records of the 1930's sampling of relief nursery

schools, day nurseries and nursery schools shows that there was a definite

distinction among the emphasis of goals for these preschool children.
Day nurseries being for working mothers and operating for a profit showed
less interest in the development, music and rhythms, trips outside of

nursery and the modification of home activities to a greater degree than
the relief nursery schools and nursery schools.

The day nurseries

of
far out— numbered other preschool programs and emphasized the training

routine habits to a greater degree than their other objectives.

Again the

benefits that reevidence finds the more fortunate children receiving the

flected the findings of scientific research.

Also, in this particular era

to benefit developgovernment funding enabled lower socio-economic levels
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mentally by participating in the relief nursery schools.

This was possibly

due to the fact that these programs contained certified
teachers temporarily
out of work because of the depression and not solely out of concern
for the

benefit of these children.
Currently, we find that over 90 per cent of our day care facilities
are privately owned and are profit-making facilities.

Their programs

only provide the bare minimum of standards required by the state or local
agencies and that being a safe place, supervised play, and some food.
The War on Poverty opened the eyes of the nations to the needs of the
less fortunate.

Federal funds sponsor Head Start, research laboratory

schools, and some day care programs which are geared to children of families

designated as "disadvantaged."

benefits of scientific research.

These children are now receiving some of the

Many research programs are attempting

to design curricula that will develop different skills and abilities,

and because of this, "disadvantaged" children in too many instances are
the data being researched.

Unfortunately, the "disadvantaged" are not

receiving the results of proven research.
Prior to the start of compensatory programs, some basic assumptions were formulated about inner-city children.

have still maintained a far-reaching effect.

The influences of Gesell

The notion taken from

Gesell’ s "norm" in child behavior conceived the child developing in an

orderly and fixed process.

Since disadvantaged children have a long

upper-class chilhistory of not matching the progress made by middle and
patterns were fordren, pathological assumptions concerning behavioral

mulated.

inferior
Meaning that lower socio-economic children portray

.
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abilities.

It was hypothesized that inner-city children displayed
a

language deficit, auditory deficiency, and other skills related
to culture.

Inner-city children have been labled, by what

I

call "c.d." words, cul-

turally deprived, culturally deficient, culturally different, and culturally

disadvantaged.

We must carefully weigh the assumptions made behind com-

pensatory programs.

I

feel that these assumptions provide for poor research

methods in dealing with sound developmental educational programs for

inner-city children.

These assumptions about the "cultural deficits"

of the disadvantaged has lead researchers into developing extremely

structured programs focusing on specific skills.

These specific skills

include areas such as language development and increased IQ based upon
responses to identification, classification, etc.

While trying to

develop specific skills in the disadvantaged child, the total develop-

mental behavior pattern of the child has gone lacking, thereby segmenting
the child's natural growth pattern.

A more in-depth discussion on assump-

tions and compensatory programs can be found in Baratz and Baratz (1970)
I

sense a

twT inge of the

past creeping into the present, social

reform and the amelioration of the environment associated with the "ghetto,"
"barrio" or the "slums."

Another assumption behind many of the programs

designed for the inner-city child is that by providing him with the basic
skills that his more fortunate peers have already acquired, that poverty
can be ameliorated

.

Unfortunately, our society has not built into its

system for poverty not to exist.

We do not have an economy that provides

wages that enable
work for the total population, nor do we have jobs paying

people to live in comfortable surroundings.

Until we build into our society

.
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those conditions that allow people to reach above the poverty
line, we
are making promises -that cannot be kept.

with the ultimate intention being

the.

Or were these promises made

assimilation of the disadvantaged

into sociable acceptable behavior patterns?

As long as society maintains

their assumptions about the "disadvantaged," instead of viewing all children needing the benefits of early childhood education, we will see "phi-

lanthropic adventures" fade when the finances rise beyond their anticipated
cost as they did in the early part of the twentieth century.

Without federal funds, programs for children from families without
means would not be able to participate and benefit from such programs.

There looms on the horizon an increasing awareness of developmental programs for preschool children from parents in all economic levels.

The

prohibitive cost of such care will eventually put pressure upon legislation to reinstate the Comprehensive Child Development Act, veteod by

President Nixon, which availed itself to all children in need of such
services
No one at the present time can predict how far federal funding

will extend itself to early childhood education programs.
of a pen. Head Start could be wiped off the map.

With the stroke

At this point in time,

the whole nation is aware of the federal government's involvement with

preschool programs.

Above all, parents who in one way or another have

participated in these programs will demand for their continuance.
feel

Some

education now,
that it is far better to spend money on preschool

than to spend it in later years on remediation programs.

And there is

government cannot
still another point of view that contends that the
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take full responsibility in providing preschool services for
our nation's

young children.

Even though, at the present, lime, it is not feasible

for the federal government to take full responsibility of preschool
programs

for young children, their continued support is necessary.

Besides this,

an increase in funding to further support children in need is desirable.

Above all, federal funds of the past, especially some of the efforts
made during the World War II era, prove that great advances can be made.

Responsibility for good developmental preschool programs must come
from other sources than the federal government.

Industry has taken a few

steps in the right direction, due to the increaseof women in the labor
force.

Increasing the interest of businesses, corporations, and manu-

facturers toward the value of providing preschool program services would

alleviate some of the pressing need for more preschool programs.

Not

only is there a need for more involvement from these sources, but in
some way they should feel an obligation to provide such services to their

employees.

Preschool programs should not only provide for better employee/

employer relationships, but should provide those services that are most

beneficial for our nation's young children.

As mentioned in Chapter III,

there is an increased interest in providing day care centers among business
and industry-, but their interest in no way has the momentum needed to ac-

complish the task of filling the gap that exists in the amount of day care
service
centers in operation and the amount of day care centers needed to

numerous families in need.

We as a nation who profess to provide the

pronouncements and provide
best for our children may one day live up to our

developmental child care for all children.
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It has been said that no matter what type of program
a child

participated in, the child did learn.

This is like saying that we have

expended 400 million dollars in education and 40 per cent more
students
are attending college now than twenty years

but we do not know "how" it happened.

ago— the number

has increased,

This point brings out one of my

major concerns involving numerous research projects on preschool programs
for

disadvantaged" children.

It seems that the expenditures on various

types of developmental programs is a high cost for a "hit or miss" approach.

We are spending a lot of money in hopes that something will develop positively, but we don't know "how" it will happen.

we are looking for in developmental, programs?

Do we really know what

Have we set any goals?

Or will we continue to spend money in search of an unknown entity?

Pre-

sently we are witnessing different programs operating and competing for

clientele with the promise of different results.

Preschool programs for

disadvantaged children have stimulated a wave of programs designed to
define what is needed in order to achieve success in school.
as mentioned in Chapter III,

Thus we have,

the re-introduction of old program methods

(e.g., Montessori) and the introduction of new program methods (e.g.,

Bereiter-Engelmann)

.

The undecisiveness of our approach to develop-

mental programs for inner-city children is at the expense of the very
children we are aiming to assist.
thin in this area.

Perhaps we have spread ourselves too

Therefore, we should consider consolidating our efforts

proand set some priorities as to the direction in which developmental

grams will advance.
the
Another of my major concerns is the segmented approach to
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child's development:

It is very possible that federal funds made
available

to researchers inadvertently provided the atmosphere for this
to develop.

Today there are programs looking at the inner-city child’s language
development, affective development, self-concept development, and cog-

nitive development, to name some of the areas, all in a segmented approach.
The original purpose of this program was to provide an equal edu-

cation opportunity for inner-city children and was seen as a necessary
means for acquiring skills equivalent to middle class children.

Many

programs focusing on the acquisition of intellectual skills necessary
for success in the '‘American

way."

Too often we speak about the "gap"

between low and middle income children and between "achievers" and
"non-achievers," that produces assumptions that are speculative for sound

comparison and evaluation.

It is evident to me that we are placing too

much of our research on the development of different aspects of the
child's development.

The child is a live, thinking human being with many

facets to his ability and, therefore, should be viewed as a total being

and developing all of his aspects with respect to his individual needs

rather than molding him to group assumptions and conformity.

Projections
One of the prevailing issues of today, is the need for more day
csltg

.

centers.

Provided that we do accomplish the task of increasing day

require
care centers, what will we as advocates, educators, and parents
of these centers?

children?

Will we demand more than custodial care for our young

Will we be satisfied knowing the development of research

we can get?
findings to stand by complacently and take only what

Will we
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demand to have choices in programs that we feel most suitable
for our

children's needs?

My call to action is for a definite press for deve-

lopmental programs that are capable of being as to their stated
objectives,
in order that educators, parents, and others interested in the
care of

young children can assess the worth of the program.

Parents should be

able to make choices as to what type of program best suits their child.

More women are in the labor force today due to economic circumstances.
Many must look for child care, that means a variety of needs, such as
availability, reasonable cost, convenient hours, and one that offers a

developmental program.

The needs of parents should be available, but as

we know present conditions, this is not the case.

Parents have very

limited choices today, many must take child care services that they can

economically afford, whether it is relatives, baby sitters, sibling
sitters, custodial day care, or even the child sitting himself.

Generally, we find preschool programs will state goals for

children in such broad terms as:

physical development, social development,

emotional development, and intellectual development.
for reaching these goals are seldom supplied.

The objectives

This leaves the teachers,

parents, and other interested advocates to speculate how these outcomes

will be achieved.
We are entering a phase in early childhood development where
programs for young children must have well-defined goals and clear-cut

objectives in obtaining them.

Again we are not looking for a panacea

goals that
one set of prescribed goals, but prescribed flexible program

will address themselves to individual children.

Prescribing and imple-
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menting are two different matters.

It is relatively easy to prescribe

goals for young children once we have gained the knowledge
of research

and the command of various program curricula.

Our greatest effort for

the present and the future might well be how to acquire enough
qualified

competent teachers to implement our stated goals and objectives for
pre-

school children.
This study is a pioneering effort.

Never before have we been

able to look at our expressed goals for preschool children over the past

ninety years under one source.

As said earlier in this study, the goals

found within this study are not necessarily the goals that we may desire
for preschool children.

They do provide us the opportunity to reject,

incorporate, and supplement goals as we now believe beneficial to our

preschool children’s development.
When viewing the goals stated for preschool children, it is
suggested that these goals in no way offer a panacea in terms of curriculum.

served.

Goals should be flexible enough to suit the individuals being

This adds another dimension to the usage of goals.

Goals as we

now know them have been placed upon preschool children by educators,
psychologists and various experts in the field of early childhood education.

We have never really involved parents in their stated goals

for their children.

It

is suggested that a future study be made involving

various racial, ethnic, and economic parental groups proposing the goals
they desire for their children.

Of course it is recognized that some

of the goals parent's state for their children may coincide with existing

goals and some may undoubtedly differ.

But we must recognize the parent
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as the major source of a child's early development
and, therefore, will

maintain a better relationship between home and school with
their active
interest in their children's development.

Taking the existing goals that we believe most beneficial and

incorporating the goals stated by parents that enhance the parent-child
relationship, perhaps even that of the communities, we may develop an

individualized program suitable for a growing, developing child.
Another suggestion on involving parents in their child's development
is one that concerns a parent education program.

Some preschool programs

sponsored by federal funds require parent participation, e.g., Head Start,
in many areas of program policy.

Often times the training of parents

for specific areas of involvement requires more of the directors time and

spreads her duties beyond the functions that she was intended to do.

A

parent education program would provide a baccalaureate to parents involved
in programs of this nature.

Expertise would be developed in such areas

as child growth and development,

improvement of parenting skills, deve-

lopment of tutoring skills, realization of individual potential, effective

volunteering in the classroom, and training in the decision-making process.
Evaluations have shown that parent involvement in compensatory education
found this role to be linked to the child as an achiever.

If we are to

recognize the parent as the key person in the child's home environment and
learning process during the early years of development, then we must give
greater emphasis on developing parenting skills.

Increased training in

parenting skills would call for qualified parent educators.

The importance

of effective and competent parents to the welfare of this society are just

.
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as Important as highly skilled technicians.

Therefore, quality training

of parent educators would provide the necessary
liaison between home and

school, besides giving parents a bettei

development

understanding of their child's
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